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The University of Dayton, 1993
Jerrold D. Hopfengardner, Ph.D., Chair
Literature in the corporate sector reflects a paradigm-shift from 
bureaucratic toward transformational leadership. The purpose of this study was
to determine if a similar transition were occurring in schools.
A review of literature identified three essential elements of transformational
leadership: empowerment, collaboration, and community. A survey instrument
was developed to assess the perceptions of principals with regard to each element.
Statistical hypotheses were developed to determine if principals differed
significantly in their perceptions of the importance and level of use of the
elements on the bases of years of experience as a teacher and principal, years in
the present school, and school size.
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Data indicated that principals positively perceived the importance of
empowerment, collaboration and community. Survey items related to
empowerment focused on the following teacher behaviors: discovering new ideas,
concentrating without interruption, deciding schedules, becoming self-managers,
and practicing autonomy and self-determination. Collaboration encompassed:
allowing teachers to work together to make decisions about curriculum and
instruction, solve problems, decide topics for professional development, and
participate in decisions about teaching and learning. Community was
operationally defined as encouraging teachers to teach in ways that make sense to
them, agreeing on purposes which bond people at work, achieving meaning
through shared values, beliefs, and ideals, and having a shared vision.
Perceptions of level of use were positive for all behaviors except providing for
teachers the opportunity to concentrate without interruption and deciding their
own schedules.
No significant differences were found in principals' perceptions of importance
on the following variables: years of experience as a teacher or principal, years at
the present school, or school size. A significant difference was found in
perceptions of level of use of empowerment for principals with 15 or more years 
experience as differentiated from those with 5 years or less. More experienced
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principals appeared more willing to empower teachers than were less
experienced colleagues. No significant differences were found in principal
perceptions of level of use of collaboration or community.
From the findings, the researcher concluded, that for the population studied, a
paradigm-shift was occurring in schools from bureaucratic toward transform­
ational leadership.
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To Joyce, some things are done right the first time.
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CHAPTER I
INTRODUCTION
Thomas Kuhn in The Structure of Scientific Revolutions (1970) described a
paradigm as "an accepted model or pattern" (p. 23). Paradigms have value
because they can be helpful in solving problems, but they are not perfect models.
Problems continually appear for which there are no solutions within the
paradigm. A paradigm is replaced when a new model is developed which provides
the solutions to problems it cannot solve. As Barker (Future Edge, 1992) has 
stated there is "a change to a new game, a new set of rules" (p. 37), in essence
what occurs is a process he calls a paradigm-shift.
Leadership literature in the corporate sector has attested to a paradigm-shift
from a top-down bureaucratic type of leadership to one which is transform­
ational in nature; a paradigm of leadership which seeks a "relationship of mutual 
stimulation and elevation that converts followers into leaders and may convert
leaders into moral agents" (Burns, 1978, p. 4). The theoretical framework for 
this paradigm is explored in the works of McGregor (1960), Burns (1978),
Ouchi (1982), Kanter (1989), Covey (1989, 1990), and Barker (1992).
1
2Various dimensions of the framework can be found under such labels as, Theory Y
(McGregor), Transformative Leadership (Burns), Theory Z (Ouchi), Principle-
Centered (Covey), and Total Quality (Barker).
The literature base for transformational leadership within the field of
education is relatively meager. In recent years, studies conducted by Hoover
(1991), Leithwood (1990,1992), and Sagor (1991) have attempted to describe
the characteristics and importance of transformational leadership within the
school setting. Leithwood (1992), for example, saw transformational leadership
as performing three critical functions; "1) helping staff members develop and
maintain a collaborative, professional school culture; 2) fostering teacher
development; and 3) helping them solve problems together more effectively"
(p. 9-10). Among the major contributors to the study of transformational
leadership in education is Thomas Sergiovanni. He has examined collaboration,
professionalism, and the concept of moral authority as it relates to community,
in his works, Value-Added Leadership (1990) and Moral Leadership (1992).
In effect, the concept of transformational leadership has been critically 
discussed from a variety of perspectives in the corporate sector, while receiving
cursory consideration in the educational community. Clearly there is a need for
more study of the concept within the environs of the school.
The purpose of this descriptive study was to analyze and synthesize the
3literature related to transformational leadership (as defined by Burns, 1978),
identify the essential elements of the concept, and employ a survey instrument to
measure perceptions of high school principals with respect to the importance and
level of use of transformational leadership in their schools.
Research Questions
The research questions investigated in this study were as follows:
1. What are the perceptions of high school principals of the importance of the
essential elements of transformational leadership?
2. What are the perceptions of high school principals of the level of use of the
essential elements of transformational leadership?
3. Is there a significant difference at the .05 level (Spatz & Johnston, 1989)
between the observed and expected perceptions of high school principals of the
importance of the essential elements of transformational leadership?
4. Is there a significant difference at the .05 level (Spatz & Johnston, 1989)
between the observed and expected perceptions of high school principals of the
level of use of the essential elements of transformational leadership?
4Significance of the Study
A review of the literature related to transformational leadership supports
the view that a paradigm-shift is occurring in the corporate sector with respect
to the perceived nature of leadership. Literature and research bases are too
limited to provide evidence on whether a similar shift is occurring within the
field of education. While a number of leadership models can be identified (Hall,
1981); (McNeil, 1986); (Armocida, 1990); and Leithwood, 1992); there is
little evidence that educational leaders value or practice transformational
leadership in the school setting. Measurement of the perceptions of practicing
administrators would be a first step in determining if a paradigm-shift toward
transformational leadership is occurring.
The shift in the corporate sector has been to a post-bureaucratic (Etzioni,
1988) transformational paradigm which "looks for potential motives in
followers, seeks to satisfy higher needs, and engages the full person of the
follower" (Burns, 1978, p. 4). Emphasis on synergy, as individuals pool their
resources and expertise, has been described as a new model to be embraced by the
corporate leader (Kanter, 1988). Leadership which elevates followers to
become leaders is seen as being principle-centered, and derived from a core set
of values, rather than a cookbook of behaviors (Covey, 1989, 1990). This type
of leadership has a moral dimension; the transformation in the relationship
5between leaders and followers is spiritual as well as practical; it is based on
shared values, beliefs, and ideals.
The emphasis on the moral dimension in transformational leadership is what
helps to forge the critical link between Sergiovanni (1990, 1992) and corporate 
sector theorists. It also provides the catalyst for this study, which follows the 
path taken by Sergiovanni and Leithwood (1992), but goes beyond their
perspectives to incorporate the thinking of corporate sector theorists (Covey,
Kanter, and Barker).
Definitions
The following definitions were operative in this study:
1. Transformational Leadership - A type of leadership that "seeks a relationship of
mutual stimulation and elevation that converts followers into leaders and may convert
leaders into moral agents" (Burns, 1978).
2. Empowerment - The process by which members of the organization are given 
the authority to make decisions.
3. Collaboration - The process by which members of the organization work
together in a synergistic way .
4. Community - The state achieved when members of the organization act upon
shared values, beliefs, and ideals.
6Delimitations
The assessment instrument employed in this study was a survey administered
to a population which consisted of 31 public high school principals in three
midwestern counties. This population was selected because their schools
represented a broad range of demographics in terms of size, location, and socio­
economic environment.
Assumptions
The study assumed that principals are recognized as leaders within their
schools. Further, it assumed that all principals in the population would agree to
participate and would be truthful in answering items contained in the instrument.
Limitations of the Study
This was a descriptive study designed to systematically assess the perceptions
of high school principals in relation to the essential elements of transformational
leadership. No claim was made for generalizing the findings to a broader 
population. The instrument employed was a survey subject to the limitations 
associated with surveys. Isaac and Michael (1981) cited the following
limitations of survey instruments:
1. Surveys only tap respondents who are accessible and cooperative.
72. Surveys often make the respondent feel special or unnnatural and thus
produce responses that are artificial or slanted.
3. Surveys arouse "response sets" such as acquiescence or a proneness to
agree with positive statements or questions.
4. Surveys are vulnerable to over-rater or under-rater bias; respondents
may give consistently high or low ratings, (p. 128)
Organization of the Study
This chapter explored the relationship of transformational leadership to the
study of leadership in education. It described the significance of the study, as
well as the research questions, delimitations, assumptions, and limitations. A
review of the related literature, which will help to further define transform­
ational leadership, and provide the basis for the content validity of items on the
research instrument, is presented in Chapter II. The methodology employed in
the study is discussed in Chapter III. Chapter IV reports the findings of the study
of the perceptions of high school principals in relation to transformational
leadership. Lastly, Chapter V presents a summary of the results, conclusions,
and recommendations for future research.
CHAPTER II
REVIEW OF THE LITERATURE
Introduction
Under ideal circumstances a review of literature related to transformational
leadership would include sources which were theoretically and operationally
consistent. Unfortunately this is not the case, as sources related to the topic
approach it from different perspectives within the corporate and educational
sectors. The chapter is organized to aid the reader in understanding the
overarching perspective under which transformational leadership exists, the
sources which describe and define the concept, and the implications which result
from the literature.
The review begins with the thematic establishment of an overarching
perspective of transformational leadership with respect to the concepts of flow,
intrinsic motivation, and the I & We paradigm. The sections which follow,
however, are presented in a chronological format. The early theoretical bases for
transformational leadership, beginning with McGregor's Theory Y and extending
8
9through Ouchi's Theory Z, are presented. An examination of current
organizational theory which extends the theoretical perspective of
transformational leadership follows. The educational perspective is then
presented and is followed by an examination of the research related to the concept.
The implications of the literature are presented, and the constructs of
empowerment, collaboration, and community, which emerged from the literature
and provide coherence to the concept of transformational leadership are
described. A summary concludes the chapter.
Flow, Intrinsic Motivation, and the I & We Paradigm
Teaching is the work of educators. It is what they do to make a living, and
therefore, a review of literature related to leadership in schools should address
the subject of work. Perspectives related to work include; flow as the ideal work
state, the role of intrinsic motivation, and the relationship of the individual to
the group.
Csikszentmihalyi (1990) defined flow as the state which exists when people
want to pursue work for its own sake. The greater the opportunity for flow to
exist, the more satisfying work becomes. Transformational leadership, in
seeking to stimulate and elevate followers to become self-managers, may provide
the environment in which workers are intrinsically motivated to seek
1 0
opportunities for action, hone their skills, and set reachable goals, to reach the
ideal state, i.e., flow.
Deci and Ryan (1985) described the role of intrinsic motivation as it applied
to self-determination. Intrinsically motivated workers seek to satisfy their
needs for "competence and self-determination" ( p. 32). They are inclined to
search for new challenges and value autonomy, rather than respond to extrinsic
rewards, which are viewed as controlling. Self-determined workers act out of
choice, and consequently, are more satisfied and productive in their work. Deci
and Ryan suggested that in leadership, "working toward maximal self-
determination for each organizational member should be a centralizing principle"
(p. 294).
Etzioni (1988) proposed the concept of I & IVe to describe how individuals
are fulfilled through their membership in a community. They are able to act
rationally, and advance their self or I, only insofar as "they are anchored in a
sound community and sustained by a firm moral and emotive personal
underpinning - a community they perceive as theirs, as a We" (p. IX). Etzioni
saw a change in paradigm from a radical individualism to a responsive
community, where individuals and community are both essential and integrated.
The perspectives of Csikszentmihalyi, Deci, Ryan, and Etzioni, can be seen as
overarching perspectives under which the efficacy of transformational
11
leadership can be judged. The critical question is: "How well does
transformational leadership succeed in providing an environment which
maximizes the possibility for workers to achieve a state of flow, meets the
intrinsic needs for worker competence and self-determination, and recognizes
the interdependence of the individual and community?"
Early Theoretical Bases
Although Theory Y, as proposed by McGregor (1960), pre-dates Burns'
definition of transformational leadership by almost two decades, it can be viewed
as a starting point in the literature associated with the concept. Discussions of
Theory Y are included in much of the literature on transformational leadership.
Theory Y is based on a number of assumptions which emphasized the internal
motivation of workers, rather than response to external control. Among the 
assumptions are that people do not inherently dislike work, and the expenditure
of physical and mental energy is as natural in work as in play or rest. Theory Y
assumed that people will exercise self-direction and self-control toward
objectives to which they are committed, and the commitment of people to
objectives is a function of the rewards derived from their achievement, the most
important of which are satisfaction of ego, and self-actualization. The belief was
that people not only learn to accept responsibility, but to seek it, and the
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capacity to use imagination, ingenuity, and creativity to solve organizational
problems is widespread in the population. The importance of McGregor's work
lies in the fact that he set the stage for the formulation of a view of leadership
which elevated the worker and emphasized the need for self-determination.
Bennis (1976), a protege of McGregor, saw human potential as far greater
than was normally found in day to day living. He proposed six qualities which he
believed were essential for effective leaders as well as followers: integrity,
dedication, magnanimity, humility, openness, and creativity. The emphasis on
these qualities placed leadership in a moral dimension. Bennis perceived
leadership from an introspective point of view; it was an inward-outward
perspective starting with the individual. His work would later influence
theorists such as Covey and Sergiovanni.
James MacGregor Burns (1978) is credited with coining the term
transforming leadership. He saw leadership as existing on a moral plane in
which the leader "seeks to satisfy higher needs, and engages the full person of the
follower" (p. 4). He described transformational leadership as a type of
leadership that seeks "a relationship of mutual stimulation and elevation that
converts followers into leaders and may convert leaders into moral agents" (p.
4). He saw power and leadership "as not things but as relationships" (p.11).
Leaders are those who are able to use relationships so as to fulfill the motives of
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their followers as well as themselves. The essential element of the leader-
follower relationship was the interaction of "persons with different levels of
motivation and of power potential ... in pursuit of a common or at least joint
purpose" (p. 19). The moral aspect of transforming leadership is that it has a
transforming effect on leaders and led in that it "raises the level of human
conduct and ethical aspiration" (p. 20). Leaders were seen as able to mediate
conflict in the value structure of the led in order to appeal to broad values such as
liberty and justice.
Burns saw the leader-follower relationship as existing in three forms of
transforming leadership: intellectual leadership, reform leadership, and
revolutionary leadership. Intellectual leadership was seen in the ability of
leaders to consider both the analytical and normative ideas related to their
environment. These leaders, exemplified by American political thinkers such as
Jefferson, Hamilton, and Madison, were seen to have their feet planted in both the
practical and theoretical worlds. Burns saw the test of intellectual leadership as
"the capacity to conceive values or purposes in such a way that ends and means
are linked analytically and creatively" (p. 163).
Reform leadership was seen as requiring skill in arousing the hopes of the led
and transforming them into expectations that might even go beyond the aims of the
leader. A reform leader was one who sought harmony with "existing trends and
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consistent with prevailing principles and movements" (p.170). In order for
reform leadership to be successful the ends must be achieved. Burns described
Woodrow Wilson's failure to bring the United States into the League of Nations as
a case where a high moralistic message failed in practical application. Reform
leadership was viewed as one of the most difficult to achieve in that by working
through existing political and social structures the efforts of reform leaders are
"compromised, and usually inhibited by the tenacious inertia of existing
institutions" (p. 200).
Revolutionary leadership was described as a "complete and pervasive
transformation of an entire social system" (p. 202). The most crucial phase of
this type of leadership was the formation of the vision that initiates the
revolution. Revolutionary leaders were seen as being totally committed to the
cause, risking everything for its success. The transcending purpose of
revolutionary leadership is "the raising of the social consciousness on the part of
both the leaders and the followers" (p. 203). Burns used the examples of Martin
Luther, Lenin, and Mao-Tse-tung as successful revolutionary leaders, as
prophets who were able to capitalize on the failure of reform leadership and
transform both themselves and their followers "by sparking the dry tinder of
human needs" (p. 239). They were heroic leaders on whom followers were able
to project wants and needs in order to find symbolic solutions to the frustrations
1 5
in their lives. The self-esteem of the followers was enhanced by their
identification with a hero. As with reform leadership, the success of
revolutionary leaders is measured by the "actual social change measured by the
ideologist's purposes, programs and values" (p. 249).
Ouchi (1981) proposed Theory Z, an organizational perspective, which can be
seen as a practical application of transformational leadership and is often linked
to Theory Y. The basic tenet of Theory Z is that "involved workers are the key to
productivity" (p. 4). In his study of Japanese management practices, Ouchi
identified three lessons essential to the Japanese success that could be emulated
by American companies. The first lesson was trust between employees in the
company. A second lesson was subtlety. Rather than requiring strict
supervision, workers are given the autonony to adjust the work environment as
needed in order to maximize productivity. The third lesson was intimacy, an
attribute operationalized by the provision of caring and support for individuals
in the workplace, as well as the home. Ouchi proposed a view of organizations as
clans, rather than bureaucracies. In many successful Z organizations there was
little distinction between leaders and followers. The importance of Theory Z to
transformational leadership lies not so much in the behavior of the leader, but in
a validation of the success achieved by workers who operate in an environment of
trust, friendship, and collaboration. These are the cornerstones of Z culture
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which encourage the autonomy needed for workers to take responsibility for
common goals.
Bennis & Nanus (1985) developed a leadership perspective which included
four strategies for taking charge. They credited Burns and the concept of
transformative leadership as a major influence in developing the strategies. The
first strategy, attention through vision, was based on the precept that leaders and
led were joined in the commitment to a shared vision. The second strategy,
meaning through communication, extolled the importance of communication in
creating meaning to enable members of the organization to become "aligned behind
the overarching goals of an organization" (p. 43). The third strategy, trust
through positioning, was based on a description of trust as the lubrication which
makes the organization work. They saw the relentless dedication to a cause or
course of action as a means to engage trust among members of the organization.
The fourth strategy, the deployment of self through positive self-regard, served
to conceptualize leadership as a personal human enterprise. Positive self-regard
was operationalized in the ability of leaders to ignore failure in the pursuit of
their visions.
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Current Organizational Theory
The need to compete in a global marketplace, while emphasizing the
relationships within organizations, are themes considered by recent
organizational theorists. Covey (1989,1990) proposed a concept of Principle-
Centered leadership (1990) which is based on the application of immutable
principles, e.g., security, guidance, power, and wisdom. His vision focused on
both the internal nature of leadership, Private Victory, and its external nature, 
Public Victory.
The principles on which his theory was built are seen to operate on four
levels: personal, interpersonal, managerial, and organizational. Principle-
centered leaders were seen to have the following characteristics: continually 
learning; service oriented; radiate positive energy; believe in other people; lead
balanced lives; see life as an adventure; synergistic; and exercise for self-
control. Covey also described the application of Principle-Centered leadership to
the concept of Total Quality (TQ). He saw the TQ goal of continuous improvement
as operationalized in a paradigm shift from "reactive, control-oriented
management to proactive, empowerment-oriented leadership" (p. 265). The
purpose of Principle-Centered leadership was to see people as spiritual beings
who want meaning in their lives and fulfillment in their work. Covey stated,
"There must be purposes that lift them, ennoble them, and bring them to
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their highest selves" (p. 179). He believed that the product could not be
improved, without improving interpersonal relationships, and he offered 7 
Habits as a means to implement Total Quality. They were: be proactive; begin
with the end in mind; put first things first; think win-win; seek first to
understand before being understood; synergize; and sharpen the saw (self­
renewal).
Similarly, Kanter (1989) presented a global perspective in using the analogy
of a Corporate Olympics to describe the competition that businesses face in the
marketplace. Her vision was a post-entreprenueurial revolution where
entrepreneurial principles are applied to the corporate world. In order for
corporations to survive they must turn to collaboration between all those who are
stakeholders in the enterprise: employees, suppliers, and customers. The role of
the leader is to work with stakeholders to create a shared vision of the future.
Employees within the organization are encouraged to collaborate by pooling 
resources and creating alliances which add value at each stage of the enterprise.
They are encouraged to be entrepreneurial by seeking new and better ways to 
serve customers. The freedom of action which results from an entrepreneurial
spirit and the cooperation which results when stakeholders are included in the
enterprise, allow organizations to achieve synergy. The goal is to reach a state
where the capability of the organization becomes greater than the sum of its
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parts, and people are able to accomplish more with fewer resources.
Barker (1992) emphasized the importance of global competition and the
importance of relationships within organizations. He popularized the concepts of
paradigm and paradigm-shift, and applied them to both profit and non-profit
organizations. Barker saw full participation in the twenty-first century as
dependent on three keys: anticipation, innovation, and excellence. Leaders in the
context described by Barker must be able to anticipate the future, rather than
react to it; welcome and support innovation; and seek excellence, not only in the
goods and services they produce, but in their relationships with customers as
well. He praised paradigm pioneers as people who are able to take innovations
through their first uncertain stages.
Barker described paradigm-shift as a process in which the problems not
solved by the previous paradigm are solved by the use of a new model. He saw the
most significant paradigm-shift of the twentieth century as the Japanese adoption
and operationalization of W. Edwards Deming's "quality control and continuous
improvement paradigm" (p. 129). Total Quality, based on the crowning
principle of continuous improvement, has important implications for both the
way workers are viewed within the organization and the structure of the
organization itself. He discussed how applying the Japanese principle of kaizen
(continuous improvement) each day, allowed organizations to solve problems
20
continually, a little bit at a time. In TQ organizations, people are encouraged to
be risk takers and innovators. As Barker stated, "With increased productivity
and innovation comes a growing self-esteem in workers" (p. 135). They no
longer need to be watched over, but are competent and comfortable with being self
managers. Organizations become flatter as the need for middle managers
diminishes. Barker saw a return of artistry and craftsmanship as people were
motivated by their own values to do their best. What follows is a "return of
spirit to the workplace" (p. 136) where the ideal is to do it right the first time,
and do it better tomorrow than you did it today. Barker saw the transformation of
the workplace as creating the environment where people were free to act on their
highest ideals.
Educational Perspective
Educational perspectives of transformational leadership began to emerge in
the professional literature more than ten years after the concept was defined by
Burns. Aronowitz and Giroux in Education Under Siege (1985) presented the
view that reform movements in education had obscured the primary task of
schools; to become places of active learning where teachers and students are able
to "exercise power over their own lives and especially over the conditions for
knowledge acquisition" (p.XI). Curricula which attempted to be "teacher proof"
2 1
had the effect of de-skilling teachers by treating them as trained technicians, and
limited their autonomy in developing and planning curricula. Aronowitz and
Giroux believed that reforms which emphasized performance criteria and basic
skills ignored the intelligence and judgment of teachers. They saw the effect as
even more devastating for students who were locked into career paths which
supported the perceived needs of the international marketplace, and often limited
the opportunities available to them based on race, gender, or class.
Although these critical theorists appeared to paint a bleak picture of the
educational landscape they did offer hope in calling for teachers to become
transformative intellectuals. In this role teachers would be empowered to take an
"active responsibility for raising serious questions about what they teach, how
they are to teach it, and what the larger goals are for which they are striving"
(p. 31). As transformative intellectuals, teachers would be empowered to use
their knowledge and experience to transform the conditions in which they work
and the nature of the work itself. Giroux, in Teachers as Intellectuals (1988),
elaborated on this theme and linked it to the concept of critical pedagogy. As
described by McLaren (1989) the goal of critical pedagogy was to examine
schools "both in their historical context and as part of the existing social and
political fabric that characterizes the dominant society" (p. 159). Schools were
to become sites of possibility, and classrooms would be transformed into places
22
of student and teacher empowerment. It is clear that Giroux saw schools as
essential institutions in which teachers, as thoughtful critical leaders, would
help to "empower the powerless and transform existing social inequalities and
injustice" (161).
Reflections of the critical theorists can be seen in the perspective of Lincoln
(1989), Holland (1989), and Foster (1989) who considered aspects of
transformational leadership which had been advanced earlier by critical
theorists. Lincoln (1989) described three themes in order to deal with "reform
and rhetoric in educational organizations" (p. 176). The first to be considered
was the postmodern focus on members of society who are powerless; with no
voice, and little influence. He saw the task of the transformational leader as
recognition of the "voiceless" (p. 176), and the creation of the environment
needed for them to express themselves and share power. He also proposed the
need for descriptive case studies and ethnographies revealing what transform­
ational leadership looks like. These studies would provide insight into the
personalities of transformational leaders, document cases of oppression, and
finally, provide for the need for stories as "vicarious experience" in order to
help others to transform their own oppressive states into "freedom and voice" (p.
177). A third theme suggested by Lincoln is discourse. The role of discourse, in
the form of a narrative based on vicarious experience, is to communicate meaning
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Such a narrative recognizes a moral dimension of educational administration,
projects a voice, presents a real life perspective, and provides the avenues to
explore possibilities and potential. Lincoln saw discourse as means of
empowerment for transformational leaders, and those who would choose to be, by
personalizing the experience of life in educational organizations.
Holland (1989) also echoed a theme of the critical theorists in identifying the
negative aspects of an authoritarian culture which stifled the professionalism of
teachers. She proposed the use of stories as a means of describing the
relationships which exist between teachers and supervisors, and as a means of
identifying how the process of supervision could be transformational in nature.
Analyzing 72 stories of experiences with supervisors, Holland determined that
53 had described negative experiences, while 19 were seen as positive. She saw
three themes as emerging from the roles of supervisors: the supervisor as an
authority figure; as a critic; and as a resource. Also of importance were the
reactions of teachers to supervisors. She proposed that supervision could become
transformational by rejecting the trappings of imposed authority, unsupported
criticism, and misguided and paternalistic expertise. By examining stories of
supervision, transformational alternatives could be identified. Authority would
be shared as teachers were empowered to use their own pedagogical knowledge to
plan, observe, and analyze instruction. Teachers would work in partnership with
2 4
supervisors to critically examine data related to instruction as a means for
professional improvement. The role of supervisors would be to facilitate the
personal development of teachers, rather than act as a repository of expertise.
Lastly, a collaborative environment would be established in which teachers and
supervisors would examine instruction in a collegial way, without mistrust or
intimidation.
Foster (1989) examined the role of the administrator as a transformative
intellectual. This was a new perspective on the role of transformative
intellectualism which had been applied by critical theorists to teachers. He saw
the transformational nature of leadership as a concern for social justice, rather
than what he called "the myth of administrative technocracy" (p. 6), which had
grown from an over reliance on the social sciences. Foster viewed education as an
open system, containing all the unpredictability that characterized any human
enterprises. He viewed administration as contextualized practice which needed to
be nurtured rather than controlled by the organization. He saw it as a critical
practice, which Burns had described as a "relationship oriented toward
fundamental change, the object of which is the raising of the consciousness of
leader and follower alike" (p. 10). The goal of administration was to free people
from the conditions which repress them, by critically analyzing the social
relations within the organization. Foster, as did Lincoln and Holland, viewed
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narratives as important in examining the institutional dimension. This was a
recognition that individuals within organizations could use descriptions of
experience in order to take "critical and reflective action to alter circumstances"
(p. 11-12). Leadership was viewed as a moral practice, functioning to
transform the structure of organizations so as to meet shared goals. In essence,
Foster imbued administrators with the same social responsibilities which Giroux
had seen as a critical component of transformative intellectualism.
Sergiovanni, unlike the critical theorists, focuses on the relationships within
organizations rather than more global social and political concerns. His recent
works (Value-Added Leadership, 1990, and Moral Leadership, 1992) show a
progression from an emphasis on the concept of value-added leadership to achieve
extraordinary performance, to a focus on the concept of moral leadership in
which shared values and beliefs are at the center of school communities, and
become substitutes for leadership.
Value-added leadership was seen as emerging "from a synthesis of traditional
management, social science and recent studies of successful schools and corporate
cultures" (1990, p. 3). Sergiovanni saw value-added leadership as a means to
counteract the bureaucratic structure that put excessive emphasis on regulation
and labor management contracts, and often placed the interests of teachers and
school officials before those of students. He urged adoption of the concept of
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gambare ; "to persevere, to do one's best; to be persistent; to stick to one's
purposes; to never give up until the job is done and done well" (p. 9).
The components of value-added leadership included emphasis on: leadership,
rather than management; extraordinary performance investment; providing
symbols and enhancing meaning; purposing; enabling teachers and the school;
building an accountability system; intrinsic motivation; collegiality; and
leadership by outrage. Operationally value-added leadership in the school setting
consisted of four stages: initiation (bartering); uncertainty (building);
transformation (bonding); and routinization (banking). Sergiovanni saw the last
three stages as the transformational dimensions of value-added leadership; they
characterized the relationship between the leader and led. He believed that value-
added leadership could succeed because it offered latitude, was practical, rational,
and responsive.
The concept of moral leadership was intended to get to what Sergiovanni saw as
the heart of leadership. In formulating this concept, he was critical of the
previous emphasis on bureaucratic, psychological, and technical-rational
authority. The essence of effective leadership, he argued, is moral leadership,
which emphasizes professional authority based on "informed craft knowledge and
personal experience," and moral authority based on "felt obligation and duties
derived from widely shared community values, ideas, and ideals" (1992, p. 37-
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38). Sergiovanni saw the potential for moral leadership to create the climate in
which substitutes for leadership could exist. The emphasis on leaders to plan, 
organize, lead, motivate, and control, was lessened in favor of "removing
obstacles, providing material and emotional support, taking care of the
management details that make any journey easier..." (p. 43). Among the 
substitutes for leadership he identified were community norms, the professional 
ideal, creating a state of flow at work, and collegiality.
The outcome of moral leadership was expressed by Sergiovanni in his
conceptualization of the virtuous school. He cited the following characteristics:
1. The virtuous school believes that , to reach its full potential in helping
students learn, it must become a learning community in and of itself.
2. The virtuous school believes that every student can learn, and it does
everything in its power to see that every student does learn.
3. The virtuous school seeks to provide for the whole student.
4. The virtuous school honors respect. The virtuous school respects teachers
by acknowledging both their professional commitment and their knowledge of
craft.
5. In the virtuous school, parents, teachers, community, and school are
partners, with reciprocal and interdependent rights to participate and benefit
and with obligations to support and assist, (p. 112-113)
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In his closing description of moral leadership, Sergiovanni discussed the
concept of leadership as stewardship. He stated, "Stewardship represents
primarily an act of trust, whereby people and institutions entrust a leader with
certain obligations and duties to fulfill and perform on their behalf" (p. 139). In
the school setting, stewardship helps to complete the transformational process.
Leaders become leaders of leaders, as they work to serve communities of learning
in which exist shared values, ideas and ideals, the professional ideal of craft
knowledge and experience is emphasized, collegiality is the norm, and teaching
becomes rewarding in itself.
Leithwood (1992) described the inadeqaucy of instructional leadership as the
dominant image in educational leadership. He saw instructional leaders as being
preoccupied with first-order concerns which involved improving the technical
and instructional activities of the school, rather than the second-order concerns
of "building a shared vision, improving communication, and developing
collaborative decision-making processes" (p. 9). Restructuring initiatives,
which seek to improve schools, were seen as primarily concerned with second-
order changes. Leithwood believed that transformational leadership provided a
focus on second-order concerns. He cited studies in which transformational
leaders were in pursuit of three goals: "1) helping staff members develop and
maintain a collaborative school culture; 2) fostering teacher development; and
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3) helping them solve problems together more effectively" (p. 9-10).
Fullan (1992) was critical of the emphasis on vision in educational
leadership. His concern was that principals could be blinded by their visions,
causing them to become stubbornly committed to a particular innovation or
philosophy. Charismatic principals could blind followers by allowing them to
become too reliant on the personal qualities of the leader. In order to meet the
needs of an environment which must contend with numerous innovations and
perspectives, Fullan supported the development of collaborative cultures. The
work of the principal would be to "concentrate on fostering vision-building;
norms of collegiality that respect individuality; norms of continuing
improvement; problem-coping and conflict-resolution strategies; lifelong
teacher development that involves inquiry, reflective practice, collaboration, and
technical skills; and restructuring initiatives" (p. 19).
The role of leadership, as opposed to management, was discussed by Mitchell
and Tucker (1992). They were critical of the take-charge style of management,
characterized as the leader getting results by bringing followers along, and
proposed transformational leadership as a more effective approach. They saw
transformational leadership arising "when leaders are more concerned about
gaining overall cooperation and participation from organization members than
they are in getting particular tasks performed" (p. 33). The role of the
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transformational leader was seen as especially important in what Mitchell and
Tucker described as frontier cultures, where organizations are unsettled and are
faced with constant challenges. In settled cultures, where organizations are
stabilized and norms have been established, the leadership functions became de-
emphasized in favor of administrative functions.
Grimmett, Rostad, and Ford (1992) described the transformation of
supervision as embodied in the practice of reflective transformation; an attempt 
by practitioners "to create meaning out of a problematic teaching situation 
through problem setting and problem solving" (p. 190). Teachers were
encouraged to use their professional craft skill to experiment and solve
problems. Support groups of teachers sought to foster a culture of
"interdependent collegiality," where teachers would act as "researchers of their
own practice" (p. 194-195). The role of the supervisor was to support the
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process of reflective transformation and provide the opportunities and
environment for teacher support groups to be formed and maintained. The role of
the teacher was to become a self-managed professional.
Research Related to Transformational Leadership
The limited research on transformational leadership in schools was an
impetus for conducting this study. While limited however, the research
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conducted gives direction to the role of leaders seeking to transform
organizations and lends support to the importance of collaboration to
organizational effectiveness.
A review of the research begins with a study conducted by Bass and Avolio
(1989) who studied a group of 87 MBA students who completed either a graphic
rating or a forced ranking questionnaire describing their immediate supervisor.
Each of the measures contained five factor scales, with the first three related to
transformational leadership, and the last two pertinent to transactional
leadership. Charisma, individualized consideration, and intellectual stimulation
were related to transformational leadership. Contingent reward and management
by-exception were related to transactional leadership; a type of leadership which
emphasized the concept that give and take exists between leaders who give
rewards and followers who perform expected behaviors. The purpose of the study
was to determine whether graphic rating or forced ranking provided the more
accurate representation of observed leadership behavior as determined by the
researchers. The results demonstrated that "the forced ranking format yielded
more independent assessment of transactional and transformational leadership"
(p. 525). More importantly, for the study of transformational leadership,
participants saw the ideal leader as possessing the qualities Bass and Avolio
identified as most nearly associated with transformational leadership:
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charismatic; individually considerate; and intellectually stimulating.
Leithwood and Jantzi (1990) studied the administrative practices in twelve
Ontario, Canada schools which had been identified as containing collaborative
cultures. Believing that transformational leadership behaviors could be
employed to bring about a collaborative school culture, they explored the extent
to which schools had developed collaborative cultures and reasons for variation in
how successfully these cultures had been achieved; the significance of the larger
improvement processes in which people attempted to develop collaborative
cultures; and the strategies that administrators used to develop more
collaborative school cultures.
The findings of the study demonstrated that some schools had achieved more
collaborative cultures than others. In the most collaborative schools, the staff
had "arrived at a set of clear, shared goals for school improvement in the context
of substantial staff cohesiveness and/or collaborative decision-making" (p. 15).
The larger context for cultural change was usually represented in a school
improvement project in which the staff was empowered to collaborate, with the
administrator and each other, in order to achieve common goals. Lastly, a
number of strategies used by school administrators to influence school culture
were identified. The successful administrators strengthened the school's culture
by engaging in a process to clarify and prioritize a set of shared goals for the
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school improvement initiatives, used a variety of bureaucratic mechanisms to
stimulate and reinforce cultural change, fostered staff development, engaged in
direct and frequent communication about cultural norms, values and beliefs,
shared power and responsibility with others, and used symbols to express
cultural values. These strategies were seen as transformational in nature in that
they had the effect of transforming the school culture. They led to "significant
changes in staff members' individual and shared understandings of their current
purposes and practices; and an enhanced capacity to solve future professional
problems, individually and collegially" (p. 29).
Sagor (1991) was critical of the direction of school reform which, in spite of
a stress on transformational leadership in the management literature, appeared
to minimize the role of the principal. It was his contention that "meaningful
school development cannot and does not occur in the absence of transformational
leadership" (p. 1). His study focused on three principals (two elementary, and
one middle school) with very distinct styles of leadership. All three were
involved in Project LEARN (League of Educational Action Researchers in the
Northwest). All three were in schools where practitioner research projects
were conducted for several years. The goal of the study was to describe which
leadership behaviors appeared to have the transformative effects of moving "both
the leader and the follower to new understandings and improved behavior" (p. 2).
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The data collected were primarily from followers and included faculty interviews 
and written surveys. Shadowing and interviewing were also used to categorize the
behaviors that appeared to produce the transformative effect. Three key elements
which helped to define the transformational leaders were: a focus, cultural
collinearity (a collective perspective on the existing organizational
culture), and a press for improvement. Data from the study demonstrated that
while each of the principals was very different in style, they all exhibited 
common transformational behaviors that influenced their schools. They engaged 
in behaviors which Sagor saw as following three stages. Stage #1 was "Pre-
Conditional Behavior" which helped to set the stage for professional discourse. 
They were excellent managers, took care of difficult personnel problems, 
disseminated research, and conveyed a caring for students. Stage #2
was "Development and Implementation" in which principals worked with their
staffs as partners in the educational process. Each saw their function as
supporting teachers. Stage #3, "Sustaining Behaviors", included the use of
committees, task forces and teams "to do the early development and work on an
initiative" (p. 19). These principals also engaged in what Sagor described as
cheerleading and grandstanding; behaviors which recognized and celebrated school 
values and faculty achievements. Lastly, all three principals engaged in flexible
determinism ; they adjusted goals, outcomes, and methods when their vision
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seemed to run against the predispositions of followers. For these
transformational leaders, the primary goal was not the vision itself, but the
development of the school.
Hoover (1991) conducted a study of 45 private secondary school headmasters
in the southeastern United States. He attempted to determine if the same
transformational and transactional leadership factors identified by Bass (cited in
Hoover, 1991), in his study of military and business leaders, could be applied to
educational leaders as well. Hoover described Bass' transformational leader as:
someone who motivates workers to go beyond organizational expectations of
achievement. This is achieved by (a) raising the level of consciousness about
the value and importance of outcomes, (b) by encouraging transcendence of
members' self-interest for that of the sake of the group, or (c) by altering
the need levels of group members, (p. 4)
Three transformational, and two transactional factors, identified by Bass,
were analyzed in the study. Transformational factors included Charismatic
Leadership, Individualized Consideration, and Intellectual Stimulation.
Transactional factors included Contingent Reward, and Management-by-
Exception. Hoover employed the Multifactor Leadership Questionnaire, Form 5
(MLQ-5), as the assessment instrument in this study.
The results of the study supported the hypothesis that the transformational
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and transactional factors identified by Bass in the study of military and business
leaders would also emerge in the population of headmasters. The major difference
appeared in the fact that Bass had seen Contingent Reward (a transactional factor)
as clustering with Charisma, Individualized Consideration, and Intellectual
Stimulation (transformational factors) to form one factor, while Hoover saw
Contingent Reward as clustering with Management-by-Exception. This finding
suggested a clear distinction between factors identified as transformational, and
those identified as transactional.
Leithwood (1992) examined the role of transformational leadership in the
British Columbia Year 2000 plan for grades K-4, which involved the re­
structuring of elementary schools in the province. The study included a survey of
2,547 teachers and principals in 272 elementary schools. Leithwood was
convinced of the "need to move from bureaucratic control to more consensual and
expert-based forms of power" (p. 4). He saw a need for a strong culture in
which there was widespread agreement on norms. Among the questions to be
answered concerning the restructuring process were: what process should be
used; and what are the consequences for people in formal leadership roles? 
Leithwood included five variables in the study: out-of school processes, in­
school processes, organizational outcomes, student outcomes, and school
leadership. Findings showed that vision, intellectual stimulation, fostering group
37
goals, providing support, and high performance expectations had influence on the
internal school processes. However, out-of school processes which included the
community had even greater effect on in-school processes. Collaborative decision
making was seen as an important component in linking the principal's leadership
and organizational outcomes. Collegial support was seen to lead to greater staff
cohesiveness and more consensus on school goals. The researcher found that
school leadership did not have a significant direct effect on student outcomes;
however, school leaders did have a direct influence on school culture and in­
school processes. The dimensions which were seen to have the most influence on
school culture, and as being transformational in nature, were providing
individual support, intellectual stimulation, vision, and fostering group goals.
Leithwood concluded that the role of transformational leadership was useful in
understanding the role of the principal in post-bureaucratic organizations. He
saw the two most important variables in the restructuring process as delegation
of leadership to others, and the development of collaborative decision-making
processes. Finally, he saw the need for transformational leadership to be
operationalized in the school environment.
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implication? of the Literature...
One of the goals of this study was to identify the essential elements of
transformational leadership. While reviewing the literature, three elements
emerged: empowerment, collaboration, and community. These elements seemed to
be essential attributes of the concept of transformational leadership; they
appeared to operationalize the practice of transformational leadership. Sources
such as Barker, Burns, Covey, Kanter, Ouchi and Sergiovanni for example,
offered perspectives on transformation which included each of the elements.
In the following section the concepts of empowerment, collaboration, and
community are defined, and literature sources which support each element as
essential to transformational leadership will be described. The presentation of
the elements and the literature sources associated with each are a critical part of
the study, for together they provide the framework from which the content
validity of the survey instrument can be determined.
Presentation of the Elements
Empowerment is defined as the process by which members of the organization
are given the authority to make decisions. It appears to be the element most
closely related to self-actualization. Collaboration is defined as the process by
which members of the organization work together in a synergistic way. It allows
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followers and leaders to work collegially to reach a state of synergy, in which
group efforts go beyond what any member can achieve individually. Lastly,
community is defined as the state achieved when members of the organization act
upon shared values, beliefs, and ideals. A sense of community is derived from
core principles (values), what is accepted as true (beliefs), and a vision of what
should be (ideals). Community provides the framework within which
empowerment and collaboration take place and leaders, as well as followers, can
be transformed to become what Covey derscribed as their highest selves.
Literature Support: Empowerment
Empowerment is a key to the self-management necessary for individuals to
reach flow, described by Csikzentmihalyi as the state in which work becomes
rewarding in itself. Flow results when workers have the power to influence the
conditions under which they work. The concept of the transformative intellectual
developed by Aronowitz and Giroux supports this view; teachers, as
transformational intellectuals, must have the automony to shape the nature and
purpose of schooling. Empowerment is also the element which Deci and Ryan saw
as indicative of the intrinsic motivation which led to competence and self-
determination. The confidence with which people could be empowered was a tenet
of McGregor who believed that people would not only accept, but would seek
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responsibility. Theory Y was based on the perception that workers could exercise
self-direction and self-control toward objectives and thus achieve satisfaction of
ego and self-actualization. Bennis saw human potential as far exceeding what was
used in daily living and urged the adoption and encouragement of qualities such as
openness and creativity in leaders and followers.
The importance of empowerment in the political arena was recognized by 
Burns. Leaders and led were able to transcend present circumstances and achieve
goals which went far beyond the aims of the leaders. The entrepreneurial
revolution proposed by Kanter was based on the premise that workers would be
given the authority to develop new and better ways to serve customers.
Empowerment was seen as a major component for successful competition in a 
global economy. Ouchi in describing Theory Z, and Barker in discussing Total 
Quality saw the need for innovation and continual improvement (kaizen) in an 
atmosphere of autonomy and trust. Covey also recognized the value of
empowerment in proposing that people be proactive in how they approach their
work and their lives. He saw the goal of Total Quality as operationalized in
empowerment oriented leadership.
Sergiovanni, in discussing value-added leadership in education, saw enabling
teachers as a key component. Teachers would be empowered to use professional 
authority based on informed craft knowledge and personal experience. Holland
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supported the empowerment of teachers to use their pedagogical knowledge to
plan, observe, and analyze instruction. Fullan called for norms of continuing
improvement, reflective practice, and the use of technical skills. Grimmett,
Rostad, and Ford echoed this perspective in proposing the ideal of teachers as self
managed professionals engaged in reflective practice. Teachers would be
encouraged to use their professional knowledge and skills to experiment and solve
problems. Lastly, Lincoln presented a perspective in which the role of the
transformational leader was recognition of the voiceless. Leaders were expected
to lift up - to empower the led.
Literature Support: Collaboration
The value of Collaboration was expressed by Etzioni in the description of the I
& We paradigm in which the potential of the individual is achieved through
working with others. The ideal of flow would be achieved by community
membership. The collaboration of leader and led was also a critical element in
the success of reform and revolutionary transformational leaders described by
Burns.
Ouchi saw the success of Theory Z as in part arising from the perspective of
the organization as a clan based on trust, friendship, and collaboration. Covey and
Kanter also described the need for collaboration in organizations by emphasizing
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the need for synergy. Covey viewed synergy as arising out of strong
interpersonal relationships in which people worked together in mutually
supportive endeavors. Kanter emphasized collaboration as a means to involve all
stakeholders; those who are dependent on the success of the organization for their
own success. Stakeholders, including employees, suppliers, and customers,
would pool their efforts, reach a state of synergy, and accomplish common goals.
Barker in describing the role of Total Quality emphasized the need for members
of the organization to collaborate in order to solve the problems which hindered
continuous improvement.
Collaboration in the educational environment was described by Sergiovanni in
terms of collegiality; professionals working together to add value to the
organization. An important component of his concept of the virtuous school
included school, parents, teachers, and community working together as partners.
Holland advanced the concept of collegiality in suggesting that teachers work in
partnership with supervisors to critically analyze instruction. The studies by
Leithwood provided some of the most adamant support for collaboration. He saw
one of the prime roles of the transformational principal as helping the staff
develop a collaborative culture. Leithwood also cited a collaborative culture as
one of the most important variables in the school restructuring process. He
proposed collaboration as the ideal as school cultures moved from bureaucratic to
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more consensual forms of power. Sagor also saw successful principals as those
who worked as partners with their staffs. He demonstrated how this was
operationalized in committees, task forces, and teams. Fullan supported the
concept of collaboration, the role of principals was to foster norms of collegiality
through support of collaborative cultures. Lastly, Grimmett, Rostad, and Ford in
calling for a culture of interdependent collegiality, developed the concept of
reflective practice within a collaborative environment.
Literature Support: Community
The definition of community as the state achieved when the members of the
organization act upon shared values, beliefs, and ideals owes much of its
conceptual framework to the perspective of Sergiovanni. Of all the sources cited,
he is the most eloquent in describing how community norms provide the basis for 
moral authority, and how together with professional authority they formed the 
basis for moral leadership. The power of community as an essential 
element is that it helps to elevate transformational leadership to a moral plane as
people act upon felt obligations and duties based upon community norms. As 
Covey explained in describing principle-centered leadership, its goal was to see
people as spiritual beings who want meaning in their lives and fulfillment in 
their work. Community values may be expressed in the habits Covey saw as vital
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to leadership; thinking win/win, and seeking to understand before being
understood. Etzioni believed it was the community that sustained the individual
and provided the emotive personal underpinning necessary for personal
fulfillment. Even the state of flow described by Csikszentmihalyi was in part
achieved within the security of community norms.
The success of the intellectual, reform, and revolutionary leaders described by
Burns was related to the solidarity achieved when leaders and led pursued
common goals derived from shared values, beliefs, and ideals. In the business
sector, Ouchi emphasized community values of trust and friendship which went
beyond the workplace, extending into the home as well. It was these values which
empowered workers to strive for common goals and achieve the synergy needed
for continuous improvement. For Kanter and Barker, the shared vision vital to
success of the organization was in large measure dependent upon the norms which
bound the members of the organization.
Summary
A review of the literature suggests that transformational leadership can be
defined as a type of leadership characterized by empowerment, collaboration and 
community. The uniqueness of transformational leadership lies in the synergy
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achieved when all the essential elements are operationalized. The value of
transformational leadership as a model for educational leaders lies in the power
that empowerment, collaboration, and community in action have to transform
schools; to create learning communities where people can become their higher
selves. The success of transformational leadership depends upon the building of
relationships between leader and led. It is a principle centered perspective
which celebrates the potential of people. And it depends on a leader who is
willing to empower followers by giving them the authority to make decisions and
become self-managers; a leader who values professionalism and collaboration; a
leader who is willing to work as a member of a community to discover the
common values, beliefs, and ideals, necessary to create a shared vision.
Carried out effectively, transformational leadership can lead to the creation of
an environment which maximizes the possibility for workers to achieve a state of
flow, meets the intrinsic needs for competence and self-determination, and
recognizes the interdependence of the individual and community. It is a type of
leadership worthy of study in a school setting comprised of individuals who
possess craft knowledge and experience, a history of success when given the
opportunity to collaborate, and shared cultural norms.
The perspectives derived from the review of literature helped to determine 
the basis upon which the researcher developed the research instrument. Chapter
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III will describe the research design, selection of the population, variables
measured, development of the survey instrument, procedures for data collection,
and procedures for data analysis.
CHAPTER III
PROCEDURES AND METHODOLOGY
introduction
This chapter describes the research design employed in the study. It explains
the selection of the population and describes the schools they lead. The
independent and dependent variables to be measured, the procedures used to
develop the research instrument and to determine its validity and reliability, and
the procedures for data collection are then detailed. Finally, the procedures for
data analysis including the research questions to be investigated and the
statistical hypotheses to be measured are explained.
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Research Design
This study employed a descriptive research design. The researcher's purpose
was to use the perspective derived from an analysis and synthesis of the
literature to develop a valid and reliable survey instrument. The instrument was
used to measure the perceptions of a population of high school principals on the
importance and level of use of the essential transformational leadership elements
identified in the literature: empowerment, collaboration, and community. The
intent was to establish a baseline "against which future comparisons could be
made" (Isaac & Michael, 1981, p. 128).
Surveys are described by Isaac and Michael as the most widely used techniques
in education and the behavioral sciences. They are appropriate for gathering
information on the nature and extent of opinions and attitudes. As Isaac and
Michael have suggested, they are generally used to explain what exists. Care was
taken to assure that the survey employed was carefully planned and executed, that
it was representative of the population studied, objective in that the data was
observable and explicit, and quantifiable through use of a 4 point Likert-type
attitude scale.
Isaac and Michael defined a Likert-type scale as a measure which allows the
assignment of symbols or numbers to individuals or their behavior. They
described it as indicating a respondent's possession of a "corresponding amount of
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whatever the scale is claimed to measure" (p. 142). In this study the Likert-
scale was designed to measure the perceptions of high school principals of the
importance and level of use on items related to the essential elements of
transformational leadership. Subjects were expected to respond with varying
degrees of intensity on a scale ranging between extremes.
Selection of the Population
The population studied consisted of 32 public high school principals in three
midwestern counties. The relatively small size of the population made it
appropriate to survey the entire population, rather than select a random sample.
The size and location of the population made it easily accessible in terms of
administering the assessment instrument.
The importance of principals in the study of school leadership was an 
assumption in this study and its validity has been discussed extensively by 
McNeil (1986), Hall and Hord (1987), and Sergiovanni (1987, 1990, 1992). 
It is clear that the principal plays a key role in setting the limits on program
effectiveness, whether the issue is the professionalism of teachers, the
facilitation of change, or the implementation of leadership theory.
The population was selected because their schools represented a broad range of
demographics in terms of size, location, and socio-economic environment. Of the
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schools led by the principals to be surveyed, 27 contained grades 9-12, and 5
schools contained grades 10-12. The student populations ranged from 256 in the
smallest school to 2169 in the largest, and the number of teachers ranged from
20 to 129 (Ohio Educational Directory. 1992). The socio-economic
environments of the schools varied from wealthy suburbs to impoverished inner
city neighborhoods.
The Variables
The independent variables employed in the study were based on a perspective
which viewed the experience of principals, as teachers and administrators, as
indicative of professionalism. This was based on Sergiovanni's definition of
professional authority as characterized by informed craft skill and personal
experience. The time available to the principal to become part of the school
culture, and the size of the organization were considerations derived from
educational (Sagor) and cultural perspectives (Hall).
The following independent variables were identified for the study:
1. Years of Teaching Experience.
2. Years of Experience as a Principal.
3. Years at Present School.
4. Size of School.
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The dependent variables of "importance" and "level of use" were derived in
part from the Concerns Based Assessment Model (Hall & Hord), which identified
stages of concern and level of use as key elements in the implementation of
innovations in schools. Each dependent variable was related to three essential
transformational leadership elements.
The following dependent variables were employed in the study:
1. Ratings of high school principal perceptions of the importance of the
transformational leadership element of empowerment.
2. Ratings of high school principal perceptions of the level of use of the
transformational leadership element of empowerment.
3. Ratings of high school principal perceptions of the importance of the
transformational leadership element of collaboration.
4. Ratings of high school principal perceptions of the level of use of the
transformational leadership element of collaboration.
5. Ratings of high school principal perceptions of the importance of the
transformational leadership element of community.
6. Ratings of high school principal perceptions of the level of use of the
transformational leadership element of community.
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Instrumentation
The Work Itself as a Substitute for Leadership: Inventory, developed by
Sergiovanni, (see Appendix A) provided the template for the survey instrument
used in this study. An adaptation of that instrument was used to measure high
school principal perceptions of importance and level of use of the essential
transformational leadership elements of empowerment, collaboration, and
community, using a 4 category Likert-type attitude scale. The use of two
dependent variables was a modification of the Sergiovanni inventory which
included only one scale related to level of use. The scale for importance of each
item ranged from Not At All (value = 1) to Very Much (value = 4). The scale for
level of use of each ranged from Not At All (value = 1) to A Great Deal (value =
4).
A field test of a modified version of The Work Itself as a Substitute for
Leadership: Inventory instrument (see Appendix B) was conducted. The modified
survey included a measurement scale for two dependent variables: importance and
level of use. The test group consisted of 8 secondary administrators who were
contacted by phone or in person and asked to participate. None of these
administrators was included in the reliability test or actual study. They were
asked to review and make suggestions concerning the content of a cover letter,
ease of use of the survey, and understanding of survey items. Only one comment
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was made concerning difficulty in understanding the use of the word efficacy. The
field test of the modified inventory did demonstrate its viability as a possible
model for a survey instrument.
The final version of the survey employed in the study contained 15 items (see
Appendix C). The Work Itself as a Substitute for Leadership: Inventory contained
17 items. Analyzing the Sergiovanni instrument against a framework of the
essential transformational leadership elements identified in the literature, it was
determined that 10 items were related to empowerment, 3 were related to
collaboration, and 4 were related to community. The final version was
constructed to include 5 items related to each of the essential elements. The
survey retained 11 items from Sergiovanni's inventory and included 4 items
(1,3,5,14) developed by the researcher from the literature review.
Content Validity of the Instrument
A major task in the study was to demonstrate the content validity of the
survey instrument. An instrument has content validity when it is an empirical
measurement that reflects a specific domain, e.g., transformational leadership
(Carmines & Zeller, 1979). Content validity of the survey instrument will be
demonstrated by relating each of the survey items to one of the essential element
constructs of empowerment, collaboration, or community, identified and defined
in the review of literature.
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The survey included five items related to empowerment: "To discover and
explore new ideas and possibilities"; "To concentrate for long periods without
interruption or interference"; "To decide their own schedules"; "Encourage
teachers to be self-mangers"; and "Encourage autonomy and self-determination."
The concept that teachers should discover and explore new ideas and
possibilities is closely related to Kanter's ideal of workers as entreprenuers who
continually look beyond the present circumstances to improve themselves and
their organizations. Innovation, which Barker saw as important to the success of
organizations, is also dependent on the willingness to explore new ideas - to take
risks. The ability to discover new ideas and possibilities is also reflected in the
Theory Z (Ouchi) ideal of continuous improvement.
The opportunities for teachers to concentrate for long periods without
interruption, decide their own schedules, and be self-managers are related to the
ideal of professional authority described by Sergiovanni. Teachers are able to use
craft knowledge in order to create an environment in which they can do their best
work. The autonomy to structure the work environment helps lead to the state of 
flow described by Csikzentmihalyi as the situation where the work becomes
important in itself. The ability to transform and define the conditions under
which they work was also an important component of the critical theorist
description of teachers as transformative intellectuals (Aronowitz & Giroux).
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Deci and Ryan viewed self-determination as an end product of intrinsic
motivation; it was a goal to be reached. The ideal of self-determined teachers was
reflected in Burns' description of transformational leadership as a means of
empowering individuals to go beyond their leaders, and is also supported by the
belief that a person has the potential to transcend present circumstances
(McGregor, Bennis, and Lincoln). Lastly, the concepts of self-management,
autonomy and self-determination reflect Covey's principle-centered leadership
ideal of being proactive in managing one's life.
The survey contained five items related to collaboration: "To work together to
make decisions about curriculum and instruction"; "To work together to solve
problems"; "To work together to decide topics for professional development"; "To
participate actively and fully in decisions about teaching and learning"; and
"Provide opportunities for teachers to plan and work closely with others, if they
so desire."
Support for the concept that teachers should work together can be found in
Etzioni's description of the / & We paradigm, which saw the full potential of the
individual as achieved through working with others. Burns saw the collaboration
among followers and leaders as key to the success of transformational leadership
in changing present circumstances or overthrowing existing political or social
structures. The opportunity to discuss professional concerns, i.e., curriculum
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and instruction, topics for staff development, and common problems, is related to
Ouchi's Theory Z concept of the organization as a clan where members come
together to work to improve the organization and the services it provides. This
view is reflected in the concept of continuous improvement presented by Barker.
Collaboration is also the key element in achieving synergy (Covey, Kanter),
which is based on the belief that collective decisions are better than individual
ones. Translated into the educational setting, synergy would result from teachers
having the opportunities to work collectively to make decisions.
The ideal of collegiality whereby educators come together to discuss issues
related to teaching and learning in a professional way was emphasized by
Sergiovanni. Professional authority could exist in the group as well as the
individual. Leithwood believed the most successful schools were collaborative
schools; those in which teachers had the opportunity to work together to make
decisions about concerns such as curriculum, instruction, and professional
development. He saw the most important role of the transformational leader as
the development of a collaborative culture which provided opportunities for
teachers to work together. Holland, Sagor, Fullan, and Grimmett also emphasized
the transformational leadership role of developing and supporting collaborative
environments where teachers could work in groups to critically analyze
instruction.
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Survey Items related to the third essential element, community, included: "To
teach in ways that make sense to them, provided they meet overall standards";
"Permit teachers to determine their own objectives and outcomes within a
framework of purposes and values"; "Emphasize agreement with respect to broad
purposes and values that bond people at work"; "Achieve meaning in our work
through shared values, beliefs, and ideals"; and "Have a clear sense of what we
are about and want to accomplish."
The primary reference for items related to community is Sergiovanni. He saw
the moral authority necessary for transformational leadership as arising from
community norms. These norms provide the overarching framework under
which members of the organization establish a shared vision based on common
values, beliefs, and ideals. A role of the transformational leader was to create an
environment in which this process can take place. Operationally, in a school
setting, once the vision has been established, teachers can teach in ways that
make sense to them and establish their own objectives and outcomes.
Csikszentmihalyi also recognized that the security afforded by operating within
community norms allowed people to reach a state of flow, and helped them to
achieve meaning in their work. Likewise, for Etzioni, it was the community that
provided the underpinning of values necessary for an individual to be fulfilled.
Burns too recognized the importance of a common vision to create the sense of
58
purpose and solidarity needed for intellectual, reform, and revolutionary
transformation to take place. People could work toward change once they had a
clear sense of who they were and what they wanted to accomplish.
The perspectives of organizational theorists also support the content of survey 
items related to community. Covey's concept of principle-centered leadership
embraced collective values as a means of enhancing the individual as well as the
group. The concept of win/win, for example, was based on the premise that there
was flexibility in the organization and sufficient resources for each individual to
be fulfilled. Consequently, allowing teachers to teach in ways that make sense to
them and establish their own objectives would not threaten the authority of a
principal or supervisor, but would allow teachers to find meaning in their work
while working toward organizational goals. One of the most important elements of 
the Theory Z culture described by Ouchi was the emphasis on community values 
of trust and friendship. These values not only gave direction and meaning in the
work environment, but in the home environment as well. Kanter and Barker also
saw the need to allow members of the organization to individualize the way they
approached their professional responsibilities while keeping in mind the shared
values and vision of the organization. Entrepreneurs seeking new ways to 
compete in a global marketplace, and workers committed to total quality, could 
customize their approaches while meeting the vision of providing whatever the
customer needs or wants.
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The explanation of content validity was intended to demonstrate that survey
items were related to the domain of transformational leadership. By defining that
domain as encompassing the elements of empowerment, collaboration, and
community, the researcher attempted to show how survey items were
representative of concepts developed by literature sources related to the three
elements (see Appendix E for a content matrix of sources related to survey
items).
Reliability of the Instrument
Reliability of the instrument was assessed using Cronbach's Coefficient Alpha 
as a measure of internal reliability (Borg & Gall). Cronbach's Coefficient was an 
appropriate measure when using non-dichotemous data, e.g., a Likert-type scale
such as employed in this study. Cronbach (1951) developed the measure using a
variation of the Kuder Richardson formula K-R 20. He described it as the mean
of all split-half coefficients resulting from different splittings of the
instrument. Reliability testing was conducted with a population of 22 middle
school principals during the spring of 1993. The principals were all members 
of a university sponsored discussion group. Each of the principals completed the
final version of the survey instrument. The response rate for the population was 
100%. Calculation of the Cronbach Coefficient Alpha for survey items related to
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importance and level of use yielded the following values: Importance - Cronbach
Coefficient Alpha = .88; Level of Use - Cronbach Coefficient Alpha = .90.
Wiersma and Jurs (1985) reported reliability coefficients ranging from .42 -
.94 for selected tests, including a Survey of School Attitudes with a reliability 
coefficient ranging from .60 -.80. The reliability coefficent values reported for
importance and level of use were within the upper ranges of values cited above.
Based on the value of the Cronbach Alpha for importance and level of use, it was
determined that the survey instrument had internal reliability.
Procedures for Data Collection
A letter of transmittal, describing the nature of the study, assuring the
anonymity of each respondent, and stating a specific return date, was included
with each survey instrument mailed to the 32 subjects in the study population 
(see Appendix D). In addition, each subject was provided a stamped, self- 
addressed envelope in which to return the completed survey. A total of 18 
respondents completed surveys and returned them by the date specified in the 
cover letter. A second telephone contact made within 4 working days of the due
date yielded an additional 7 completed surveys. A third contact which included the
delivery of 7 surveys to non-respondents yielded 6 completed surveys. A fourth 
contact failed to elicit a completed survey from the one non-respondent. A total of
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31 completed surveys was received providing a response percentage of 96.9%. It
was interesting to note that Isaac and Michael in describing expected return rates
for mailed questionnaires cited a National Education Association Research
Division projection of a 96.8% return after making a third contact to
respondents.
Procedures for Data Analysis
The research questions to be investigated in this study were as follows:
1. What are the perceptions of high school principals of the importance of the
essential elements of transformational leadership?
2. What are the perceptions of high school principals of the level of use of the 
essential elements of transformational leadership?
3. Is there a significant difference at the .05 level (Spatz & Johnston, 1989) 
between the observed and expected perceptions of high school principals of the 
importance of the essential elements of transformational leadership?
4. Is there a significant difference at the .05 level (Spatz & Johnston, 1989) 
between the observed and expected perceptions of high school principals of the 
level of use of the essential elements of transformational leadership?
Research questions as to the perceptions of the importance and level of use of
the essential elements of empowerment, collaboration, and community, were
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analyzed and reported as frequencies and percentages. Chi Square (Isaac &
Michael) was the statistical measure employed in analyzing whether the
differences between observed and expected frequencies for each survey item, with
respect to empowerment, collaboration, and community, were significant at the
.05 level. Chi Square is the appropriate statistic for assessing whether the
frequencies observed in the population deviated from expected population
frequencies. To be significant, Chi Square values must be at the .05 level, i.e.,
X2< .05 (Spatz & Johnston). In addition to Chi Squares, the means, medians, and 
modes, were calculated for sets of survey items with respect to the essential
elements.
The .05 level of significance was cited by Isaac and Michael as being the
accepted convention in educational research. This is due to the fact that the .05
level of significance reduces the probability of Type I and Type II errors (Spatz &
Johnston). Type I errors occur when a true null hypothesis is rejected when it
should have been retained. A Type II error results when a false null hypothesis is 
retained when it should have been rejected.
Statistical hypotheses for the study were constructed for each dependent 
variable. Each statistical hypothesis was stated as a null hypothesis; there is no 
significant difference in ratings of dependent variables with respect to
independent variables. An analysis of variance (ANOVA) yielding an F-ratio was
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conducted in order to determine if there were significant differences in the
ratings of principals at the .05 level (Spatz & Johnston). The F-ratio is
calculated from the means of composite scores at the interval level of
measurement. An F-ratio less than .05 determines retention of the null
hypothesis, while an F-ratio greater than .05 determines rejection of the null
hypothesis.
Statistical Hypotheses
The following were the statistical hypotheses employed in the study:
Statistical Hypothesis for Variable 1: There is no significant difference among
principal ratings of the importance of empowerment at the .05 level, with 
respect to years of teaching experience, years of experience as a principal, years
at the present school, and school size.
Statistical Hypothesis for Variable 2: There is no significant difference among 
principal ratings of the level of use of empowerment at the .05 level, with 
respect to years of teaching experience, years of experience as a principal, years
at the present school, and school size.
Statistical Hypothesis for Variable 3: There is no significant difference among 
principal ratings of the importance of collaboration at the .05 level, with respect 
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
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Statistical Hypothesis for Variable 4: There is no significant difference among
principal ratings of the level of use of collaboration at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Statistical Hypothesis for Variable 5: There is no significant difference among
principal ratings of the importance of community at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Statistical Hypothesis for Variable 6: There is no significant difference among
principal ratings of the level of use of community at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Data relative to the study will be explained in the text, and presented, as
appropriate, in tables.
Summary
This chapter explained the research design for the study, the selection of the
population, the independent and dependent variables, the survey instrument
employed, measurement of validity and reliability, procedures for data
collection, and procedures for data analysis. In Chapter IV the findings of the
study will be presented.
CHAPTER IV
PRESENTATION AND ANALYSIS OF THE DATA
Introduction
The purpose of this chapter is to present an analysis of the data collected from
the survey population. A brief review of the survey instrument, the survey
population, and the methodology used in collecting the data are presented. The
review is followed by an analysis of the independent variables, dependent
variables, and the statistical hypotheses employed in the study.
As described in Chapter III, the instrument employed in this study contained
15 items and included a 4 point Likert-type attitude scale to measure the
perceptions of high school principals, in the selected population, relative to the
importance and level of use of each of the survey items. The survey included five
items related to each of the essential transformational leadership elements of
empowerment, collaboration, and community. Content validity was demonstrated
to be related to the transfromational leadership literature base. Reliability was
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demonstrated using Oronbach's Alpha coefficient of reliability.
The population selected for the study was 32 high school principals in three
midwestern counties. Their schools represented a broad range of demographics
including rural, suburban, and inner city settings, and sizes ranging from less
than 300 students to over 2000. The methodology used in collecting the data
included a cover letter, a stamped self-addressed envelope, and at least one follow­
up contact to each subject who had not responded by the specified due date. The
return rate for the survey was 96.9%, only one subject did not respond, even
after four follow-up contacts.
Analyses of Independent Variables
The survey instrument included four demographic items which constituted the
independent variables from which statistical hypotheses were formulated. These 
included: years of teaching experience, years of experience as a principal, years 
at present school, and school size. The frequencies for categories relative to
years of experience and size of the school were relatively balanced. The 
exception was years of teaching experience; in this category more than half the
respondents reported teaching experience in the range of 6-15 years. Table 1
presents the frequencies and percentages for each of the independent variables.
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Table 1
Frequencies and Percentages of Principals' Responses Relative to Teaching
Experience, Experience as a Principal, Years at Present School, and School Size,
Scale Frequency Percent
Years of Teaching Experience
1-5 years 7
6-15 years 17
15+ years 7
22.6
54.8
22.6
Years of Experience as a Principal
1-5 years 11
6-15 years 9
1115+ years
35.5
29.0
35.5
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Table 1 continued:
Frequencies and Percentages of Principals' Responses Relative to Teaching
Experience, Experience as a Principal, Years at Present School, and School Size.
Scale Frequency Percent
1-5 years
Years at Present School
12 38.7
6-15 years 8 25.8
15+ years 11 35.5
under 500
School Size
10 32.3
500-1200 11 35.5
1200 + 10 32.3
Note. N. = 31 for all categories.
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Analyses of Dependent Variables
The research questions to be investigated in this study were as follows:
1. What are the perceptions of high school principals of the importance of the
essential elements of transformational leadership?
2. What are the perceptions of high school principals of the level of use of the
essential elements of transformational leadership?
3. Is there a significant difference at the .05 level (Spatz & Johnston, 1989)
between the observed and expected perceptions of high school principals of the
importance of the essential elements of transformational leadership?
4. Is there a significant difference at the .05 level (Spatz & Johnston, 1989)
between the observed and expected perceptions of high school principals of the
level of use of the essential elements of transformational leadership?
Analyses of the perceptions of principals relative to the research questions
are presented in this section. Data for each item will be presented within the
framework of the essential transformational leadership elements of
empowerment, collaboration, and community.
Individual survey items were measured using a Likert-type scale. The range
for perceptions of importance included: None At All (value = 1), Some (value =
2), Moderate (value = 3), and Very Much (value = 4). Responses in the
Moderate and Very Much categories were judged to represent a positive
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perception of the importance of an item. Table 2 presents data relative to
research question one, "What are the perceptions of high school principals of the
importance of the essential elements of transformational leadership?" As noted
in the table, over 50% of the responses for all items relative to importance were
in the Moderate and Very Much range. The percentages of responses in these two
categories ranged from 54.8%; "To decide their own classroom schedules", to
100% for: "To work together to solve problems," and "Achieve meaning in our
work through shared values, beliefs, and ideals."
Items related to empowerment contained the following percentages in the
Moderate and Very Much categories: "To decide their own classroom schedules"
(74.8%); "To concentrate for long periods without interruption or interference"
(80.6%); "To discover and explore new ideas and possibilities" (93.6%);
"Encourage teachers to be self-managers" (93.6%); and "Encourage autonomy
and self-determination" (97.1%).
Items related to collaboration contained the following percentages in the
Moderate and Very Much categories: "Provide opportunities for teachers to plan 
and work closely with others, if they so desire" (87.1%); "To work together to
make decisions about curriculum and instruction" (93.5%); "To participate
actively and fully in decisions about teaching and learning" (96.8%); "To work
together to decide topics for professional development" (97.3%); and "To work
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together to solve problems" (100%).
Items related to community contained the following percentages in the
Moderate and Very Much categories: "Permit teachers to determine their own 
objectives and outcomes within a framework of purposes and values" (87.4%); 
"To teach in ways that make sense to them, provided they meet overall standards" 
(93.6%); "Have a clear sense of what we are about and want to accomplish" 
(96.7%); "Emphasize agreement with respect to broad purposes and values that 
bond people at work" (96.8%); and "Achieve meaning in our work through 
shared values, beliefs, and ideals" (100%).
Table 2 presents the frequencies and percentages for all survey items relative
to importance. Data is presented for each of the four Likert-type categories.
Table 2
Frequencies and Percentages for Survey Items Relative to Importance
Item Scale Frequency Percent
1. To work together to make None At All 0 0.0
decisions about curriculum Some 2 6.5
and instruction. Moderate 1 3.2
Very Much 28 90.3
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Table 2 continued:
Frequencies and Percentaaes for Survev Items Relative to Importance
Item Scale Frequency Percent
2. To discover and explore None At All 0 0.0
new ideas and possibilities Some 2 6.5
Moderate 3 9.7
Very Much 26 83.9
3. To work together to solve None At All 0 0.0
problems. Some 0 0.0
Moderate 8 25.8
Very Much 26 74.2
4. To concentrate for long None At All 0 0.0
periods without interruption Some 6 19.4
or interference. Moderate 20 64.5
Very Much 5 16.1
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Table 2 continued:
Frequencies and Percentaaes for Survey Items Relative to Importance
Item Scale Frequency Percent
5. To work together to None At All 0 0.0
decide topics for professional Some 4 12.9
development. Moderate 12 38.7
Very Much 15 48.4
6. To teach in ways that make None At All 0 0.0
sense to them, provided they Some 2 6.5
meet overall standards. Moderate 7 22.6
Very Much 22 71.0
7. To participate actively and None At All 0 0.0
fully in decisions about Some 1 3.2
teaching and learning. Moderate 7 22.6
Very Much 23 74.2
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Table 2 continued:
Frequencies and Percentages for Survev Items Relative to Importance
Item Scale Frequency Percent
8. To decide their own None At All 1 3.2
classroom schedules. Some 13 41 .9
Moderate 13 41 .9
Very Much 4 12.9
9. Permit teachers to None At All 0 0.0
determine their own Some 7 22.6
objectives and outcomes Moderate 15 48.4
within a framework of Very Much 9 29.0
purposes and values.
10. Emphasize agreement with None At All 0 0.0
respect to broad purposes and Some 1 3.2
values that bond people at Moderate 20 64.5
work. Very Much 10 32.3
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Table 2 continued:
Frequencies and Percentages for Survey Items Relative to Importance
PercentItem Scale Frequency
11. Provide opportunities for None At All 0 0.0
teachers to plan and work Some 3 9.7
closely with others, if they Moderate 10 32.3
so desire. Very Much 17 54.8
12. Encourage teachers to be None At All 0 0.0
self-managers. Some 2 6.5
Moderate 10 32.3
Very Much 19 61.3
13. Encourage autonomy and None At All 0 0.0
self-determination. Some 4 12.9
Moderate 14 45.2
Very Much 13 41.9
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Table 2 continued:
Frequencies and Percentages for Survey Items Relative to Importance
Item Scale Frequency Percent
14. Achieve meaning in our None At All 0 0.0
work through shared values, Some 0 00.0
beliefs, and ideals. Moderate 10 32.3
Very Much 21 67.7
15. Have a clear sense of None At All 0 0.0
what we are about and want Some 1 3.2
to accomplish. Moderate 9 29.0
Very Much 13 67.7
Note. N = 31
As with importance, perceptions of principals of the level of use of the
essential transformational leadership elements were measured using a Likert-
type scale. The range for level of use included: Not At All (value = 1), Somewhat 
(value = 2), Usually (value = 3), and A Great Deal (value = 4). Responses in the 
Usually and A Great Deal categories were judged to represent a positive
perception that an item was being implemented in the school.
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Table 3 presents data relative to research question two, " What are the
perceptions of high school principals of the level of use of the essential elements
of transformational leadership?" The data presented in Table 3 demonstrates
that relative to level of use, over 50% of responses were positive for all items
except "To concentrate for long periods without interruption or interference"
(74.2% in Not At All and Somewhat categories), and "To decide their own
classroom schedules" (61.3% in Not At All and Somewhat categories), were in the
Usually and A Great Deal categories.
Data relative to the level of use of each item, within the framework of the
essential elements of empowerment, collaboration, and community are now
presented.
Items related to empowerment contained the following percentages in the
Usually and A Great Deal categories: "To concentrate for long periods without
interruption or interference" (25.8%); "To decide their own classroom
schedules" (38.7%); "To discover and explore new ideas and possibilities"
(58%); "Encourage autonomy and self-determination" (71%); and "Encourage
teachers to be self-managers" (77.4%).
Items related to collaboration contained the following percentages in the
Usually and A Great Deal categories: "Provide opportunities for teachers to plan
and work closely with others, if they so desire" (64.5%); "To work together to
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decide topics for professional development" (64.9%); "To work together to make
decisions about curriculum and instruction" (74.2%); "To work together to
solve problems" (77.4%); and "To participate actively and fully in decisions
about teaching and learning" (80.7%).
Items related to community contained the following percentages in the Usually
and A Great Deal categories: "Permit teachers to determine their own objectives
and outcomes within a framework of purposes and values" (64.6%); "Have a
clear sense of what we are about and want to accomplish" (74.2%); "Emphasize
agreement with respect to broad purposes and values that bond people at work"
(74.2%); "Achieve meaning in our work through shared values, beliefs, and
ideals" (77.4%); and "To teach in ways that make sense to them, provided they
meet overall standards" (90.4%)
Table 3 presents the frequencies and percentages for all survey items relative
to level of use. Data are presented for each of the four Likert-type categories.
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Table 3
Frequencies and Percentages for Survey Items Relative to Level of Use
Item Scale Frequency Percent
1. To work together to make Not At All 0 0.0
decisions about curriculum Somewhat 8 25.8
and instruction. Usually 11 35.5
A Great Deal 12 38.7
2. To discover and explore Not At All 0 0.0
new ideas and possibilities Somewhat 13 41 .9
Usually 13 41.9
A Great Deal 5 16.1
3. To work together to solve Not At All 1 3.2
problems. Somewhat 6 19.4
Usually 17 54.8
A Great Deal 7 22.6
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Table 3 continued:
Frequencies and Percentages for Survey Items Relative to Level of Use
Item Scale Frequency Percent
4. To concentrate for long Not At All 2 6.5
periods without interruption Somewhat 21 67.7
or interference. Usually 8 25.8
A Great Deal 0 0.0
5. To work together to Not At All 1 3.2
decide topics for professional Somewhat 13 41.9
development. Usually 14 45.2
A Great Deal 3 9.7
6. To teach in ways that make Not At All 0 0.0
sense to them, provided they Somewhat 3 9.7
meet overall standards. Usually 14 45.2
A Great Deal 14 45.2
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Table 3 continued:
Frequencies and Percentages for Survey Items Relative to Level of Use
Item Scale Frequency Percent
7. To participate actively and Not At All 0 0.0
fully in decisions about Somewhat 6 19.4
teaching and learning. Usually 18 58.1
A Great Deal 7 22.6
8. To decide their own Not At All 3 9.7
classroom schedules. Somewhat 16 51 .6
Usually 11 35.5
A Great Deal 1 3.2
9. Permit teachers to Not At All 1 3.2
determine their own Somewhat 10 32.3
objectives and outcomes Usually 18 58.1
within a framework of A Great Deal 2 6.5
purposes and values.
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Table 3 continued:
Frequencies and Percentages for Survey Items Relative to Level of Use
Item Scale Frequency Percent
10. Emphasize agreement with Not At All 1 3.2
respect to broad purposes and Somewhat 7 22.6
values that bond people at Usually 21 67.7
work. A Great Deal 2 6.5
11. Provide opportunities for Not At All 1 3.2
teachers to plan and work Somewhat 10 32.3
closely with others, if they Usually 16 51.6
so desire. A Great Deal 4 12.9
12. Encourage teachers to be Not At All 1 3.2
self-managers. Somewhat 6 19.4
Usually 19 61.3
A Great Deal 5 16.1
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Table 3 continued:
Frequencies and Percentages for Survey Items Relative to Level of Use
Item Scale Frequency Percent
13. Encourage autonomy and Not At All 1 3.2
self-determination. Somewhat 8 25.8
Usually 18 58.1
A Great Deal 4 12.9
14. Achieve meaning in our Not At All 1 3.2
work through shared values, Somewhat 6 19.4
beliefs, and ideals. Usually 20 64.5
A Great Deal 4 12.9
15. Have a clear sense of Not At All 1 3.2
what we are about and want Somewhat 7 22.6
to accomplish. Usually 18 58.1
A Great Deal 5 16.1
Note. N = 31
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In addition to the calculation of frequencies and percentages for individual
items, means, medians, and modes were calculated relative to importance and
level of use for sets of items related to the essential transformational leadership
elements. As described in Chapter III, the survey was constructed to include five
items related to each of the elements. Table 4 presents the means, standard
deviations, medians, and modes, calculated for all responses (N = 31) relative to
importance and level of use for each set of five items related to empowerment, 
collaboration, and community. Possible values ranged from 5-20; there were 
five questions related to each element, and Likert-type scale values ranged from
1-4. Values above 10 for means, medians, and modes, indicate a positive
perception of each element relative to importance and level of use.
The data presented in Table 4 indicate a positive perception of empowerment,
collaboration, and community by the survey population. The set of items related
to the importance of empowerment yielded a mean = 16.23, median = 16, and
mode = 17. The set of items related to the level of use of empowerment yielded a
mean = 12.97, median = 13, and mode = 12. The set of items related to the
importance of collaboration yielded a mean = 18.10, median = 19, and mode =
19. The set of items related to the level of use of collaboration yielded a mean =
14.48, median = 15, and mode = 13. The set of items related to the importance of 
community yielded a mean = 17.32, median = 17, and mode = 17. Finally, the
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set of items related to the level of use of community yielded a mean = 14.55,
median = 15, and mode =15.
Table 4
Mean, Standard Deviation, Median, and Mode for Sets of Survey Items Related to
Importance and Level of Use of Empowerment, Collaboration, and Community
Element Mean SD Median Mode
Empowerment
(Items 2,4,8,12,13)
16.23
Importance
1.91 1 6 1 7
Empowerment
(Items 2,4,8,12,13)
12.97
Level of Use
1.97 1 3 1 2
Collaboration
(Items 1,3,5,7,11)
18.10
Importance
2.01 1 9 1 9
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Table 4 continued:
Importance and Level of Use of Empowerment, Collaboration, and Community
Element Mean SD Median Mode
Collaboration
(Items 1,3,5,7,11)
Level of Use
14.48 2.51 1 5 1 3
Community
(Items 6,9,10,14,15)
Importance
17.32 1.64 1 7 1 7
Community
(Items 6,9,10,14,15)
Level of Use
14.55 2.06 1 5 1 5
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A Chi Square analysis was conducted to answer research question three; "Is
there a significant difference at the .05 level between the observed and expected
perceptions of high school principals of the importance of the essential elements
of transformational leadership?" and research question four; "Is there a
significant difference at the .05 level between the observed and expected
perceptions of high school principals of the level of use of the essential elements
of transformational leadership?" Each item in the survey was analyzed relative
to the dependent variables of importance and level of use. The purpose of Chi
Square was to determine if there was a significant difference at the .05 level
(Spatz & Johnston) between the observed frequency of cases for each category and 
the expected frequency of cases for each category.
The expected frequency of cases for each of the four categories relative to
importance; None At All, Some, Moderate, and Very Much, was 7.75, N = 31.
The expectation was that responses would be equal across the four categories. 
Responses in the Moderate and Very Much categories were judged to be positive
perceptions of the importance of survey items. As demonstrated in Table 5, the
Chi Square values for each survey item relative to the importance of the essential
elements was significant at the .05 level, i.e., £><.05. The observed frequencies
for items across each of the essential elements: empowerment, collaboration, and
community, were more numerous in the positive categories of Moderate and Very
Much, than were expected.
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Chi Square values and combined cases observed for the Moderate and Very
Much categories for each survey item relative to the importance of empowerment
included: "To decide their own classroom schedules," X2(3, N = 31) = 14.81,
£<.05, Cases Observed = 17; "Encourage autonomy and self-determination," X
2(3, N. = 31) = 18.16, £<.05, Cases Observed = 27; "To concentrate for long
periods without interruption or interference," X 2(3, N. = 31) 28.48, £<.05,
Cases Observed = 25; "Encourage teachers to be self-managers," X2(3i N = 31)
= 29.00, £<.05, Cases Observed = 29; and ; and "To discover and explore new
ideas and possibilities," X2(3j n = 31) = 57.90, £<.05, Cases Observed = 29. 
Chi Square values and combined cases observed for the Moderate and Very
Much categories for each survey item relative to the importance of collaboration
included: "Provide opportunities for teachers to plan and work closely with
others, if they so desire," X 2(3, N. = 31) = 23.07, £<.05, Cases Observed = 28;
"To participate actively and fully in decisions about teaching and learning," X
2(3, N = 31) = 43.71, £<.05, Cases Observed = 30; "To work together to solve
problems," X 2(3, N. = 31) = 45.52, £<.05, Cases Observed = 31; "To work
together to decide topics for professional development," X2(3( N. = 31) = 57.90,
£<.05, Cases Observed = 27; and "To work together to make decisions about
curriculum and instruction," X 2(3, N. = 31) = 70.86, £<.05, Cases Observed =
29.
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Chi Square values and combined cases observed for the Moderate and Very
Much categories for each survey item relative to the importance of community
included: "Permit teachers to determine their own objectives and outcomes within
a framework of purposes and values," X2(3, N = 31) = 14.81, £<.05, Cases
Observed = 24; "Emphasize agreement with respect to broad purposes and values
that bond people at work," X2(3, N = 31) = 33.65, £<.05, Cases Observed = 30;
"Have a clear sense of what we are about and want to accomplish," X2(3, N = 31) 
= 36.48, £<.05, Cases Observed = 30; "To teach in ways that make sense to them,
provided they meet overall standards," X2(3, N = 31) = 38.29, £<.05, Cases 
Observed = 29; and "Achieve meaning in our work through shared values, beliefs,
and ideals," X2(3, N = 31) = 38.81, £<.05, Cases Observed = 31.
Table 5 presents the cases observed, residual, and Chi Square values for each
of the survey items relative to importance for each Likert-type category. The
residual value is the difference between the number of cases observed for each
category and the expected value of 7.75.
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Table 5
Importance
Item Category Cases Observed Residual
1. To work together to make None At All 0 -7.75
decisions about curriculum Some 2 -5.75
and instruction. Moderate 1 -6.75
Very Much 28 20.25
Chi Square
X2 (3, N = 31) = 70.86, £< .05
2. To discover and explore None At All 0 -7.75
new ideas and possibilities Some 2 -5.75
Moderate 3 -4.75
Very Much 26 18.25
Chi Square
X 2 (3, N = 31) = 57.90, p< .05
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Table 5 continued:
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Importance
Item Category Cases Observed Residual
3. To work together to solve None At All 0 -7.75
problems. Some 0 -7.75
Moderate 8 .25
Very Much 23 15.25
Chi Square
X2(3, N = 31) = 45.52, p.< .05
4. To concentrate for long None At All 0 -7.75
periods without interruption Some 6 -1 .75
or interference. Moderate 20 12.25
Very Much 5 -2.75
Chi Square
X 2 (3, N = 31) = 28.48, £< .05
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Table 5 continued:
Importance
Item Category Cases Observed Residual
5. To work together to None At All 0 -7.75
decide topics for professional Some 4 -3.75
development. Moderate 12 4.25
Very Much 15 7.25
Chi Square
X2(3, N = 31) = 57.90, p.< .05
6. To teach in ways that make None At All 0 -7.75
sense to them, provided they Some 2 -5.75
meet overall standards. Moderate 7 -.75
Very Much 22 14.25
Chi Square
X 2 (3, N = 31) = 38.29, p.< .05
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Table 5 continued:
Importance
Item Category Cases Observed Residual
7. To participate actively and None At All 0 -7.75
fully in decisions about Some 1 -6.75
teaching and learning. Moderate 7 -.75
Very Much 23 15.25
Chi Square
X 2(3, N = 31) = 43.71, £< .05
8. To decide their own None At All 1 -6.75
classroom schedules. Some 13 5.25
Moderate 13 5.25
Very Much 4 -3.75
Chi Square
X2(3, N = 31) = 14.81, p.< .05
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Table 5 continued:
Cases Observed. Residual, and Chi Square Values for Survev Items Relative to
Importance
Item Category Cases Observed Residual
9. Permit teachers to None At All 0 -7.75
determine their own Some 7 -.75
objectives and outcomes Moderate 15 7.25
within a framework of Very Much 9 1.25
purposes and values.
Chi Square
X 2 (3, N = 31) = 14.81, &< .05
10. Emphasize agreement with None At All 0 -7.75
respect to broad purposes and Some 1 -6.75
values that bond people at Moderate 20 12.25
work. Very Much 10 2.25
Chi Square
X 2 (3, N = 31) = 33.65, £< .05
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Table 5 continued:
Importance
Item Category Cases Observed Residual
11. Provide opportunities for None At All 0 -7.75
teachers to plan and work Some 3 -4.75
closely with others, if they Moderate 11 3.25
so desire. Very Much 17 9.25
Chi Square
%2(3, N = 31) = 23.07, £< .05
12. Encourage teachers to be None At All 0 -7.75
self-managers. Some 2 -5.75
Moderate 10 2.25
Very Much 19 11.25
Chi Square
X2(3, N = 31) = 29.00, p.< .05
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Table 5 continued:
Gases Observed, Residual, and Chi Square Values for Survey Items Relative to
Importance
Item Category Cases Observed Residual
13. Encourage autonomy and None At All 0 -7.75
self-determination. Some 4 -3.75
Moderate 14 6.25
Very Much 13 5.25
Chi Square
X2(3, M = 31) = 18.16, £< .05
14. Achieve meaning in our None At All 0 -7.75
work through shared values, Some 0 -7.75
beliefs, and ideals. Moderate 10 2.25
Very Much 21 13.25
Chi Square
X 2 (3, N = 31) = 38.81, p< -05
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Table 5 continued:
Importance
Item Category Cases Observed Residual
15. Have a clear sense of None At All 0 -7.75
what we are about and want Some 1 -6.75
to accomplish. Moderate 9 1.25
Very Much 21 13.25
Chi Square
X2 (3, N. = 31) = 36.48, £< .05
Note. Residual values equal the difference between the cases observed for the
category and the expected cases = 7.75.
A Chi Square analysis of each item was conducted to answer research question
four, "Is there a significant difference at the .05 level between the observed and
expected perceptions of high school principals of the level of use of the essential 
elements of transformational leadership?" The expected frequency of cases for
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each of the four categories relative to level of use; Not At All, Somewhat, Usually,
and A Great Deal, was 7.75, N = 31. The expectation was that responses would be
equal across the four categories. Responses in the Usually and A Great Deal
categories were judged to be positive perceptions of the importance of survey
items. As demonstrated in Table 6, the Chi Square values for each survey item
relative to the level of use of the essential elements was significant at the .05
level, i.e., £<.05. The observed frequencies for items across each of the essential
elements: empowerment, collaboration, and community, were more numerous in
the positive categories of Usually and A Great Deal, for 13 of the 15 survey items.
Observed frequencies were more numerous in the None At All and Some categories 
for: "To concentrate for long periods without interruption or interference" (None
At All = 2, Some = 21), and "To decide their own classroom schedules" (None At
All = 3, and Some = 16).
Chi Square values and combined cases observed for the Usually and A Great
Deal categories for each survey item relative to the level of use of empowerment
included: "To discover and explore new ideas and possibilities," X2(3, N = 31) =
11.45, £<.05, Cases Observed = 18; "To decide their own classroom schedules,"
X 2(3, N. = 31) = 18.94, £<.05, Cases Observed = 12; "Encourage autonomy
and self-determination," X2(3( n = 31) = 21.26, £<.05, Cases Observed = 22;
"Encourage teachers to be self-managers," X2(3( n = 31) = 23.58, £<.05, Cases
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Observed = 24; and "To concentrate for long periods without interruption or
interference," X2(3, N. = 31) 34.68, £<.05, Cases Observed = 8.
Chi Square values and combined cases observed for the Usually and A Great
Deal categories for each survey item relative to the level of use of collaboration
included: "To work together to make decisions about curriculum and instruction,"
X 2(3, N. = 31) = 11.45, £<.05, Cases Observed = 23; "Provide opportunities for
teachers to plan and work closely with others, if they so desire," X2(3, N. = 31)
= 17.13, £<.05, Cases Observed = 20; "To work together to decide topics for
professional development," X2(3, N. = 31) = 17.39, £<.05, Cases Observed =
17; "To work together to solve problems," X2(3, N = 31) = 17.39, £<.05, Cases 
Observed = 24; and "To participate actively and fully in decisions about teaching
and learning," X 2(3, N = 31) = 21.77, £<.05, Cases Observed = 25.
Chi Square values and combined cases observed for the Usually and A Great 
Deal categories for each survey item relative to the level of use of community
included: "Have a clear sense of what we are about and want to accomplish," X2 
(3, N = 31) = 20.48, £<.05, Cases Observed = 23; "To teach in ways that make
sense to them, provided they meet overall standards," X 2(3, N = 31) = 20.74,
£<.05, Cases Observed = 28; "Permit teachers to determine their own objectives
and outcomes within a framework of purposes and values," X2(3, N = 31) =
100
24.36, £<.05, Cases Observed = 20; " Achieve meaning in our work through
shared values, beliefs, and ideals," X2(3, N. = 31) = 27.45, £<.05, Cases 
Observed = 24; and "Emphasize agreement with respect to broad purposes and
values that bond people at work," X2(3, N = 31) = 32.87, £<.05, Cases Observed
= 23..
Table 6 presents the cases observed, residual, and Chi Square values for each
of the survey items relative to level of use for each Likert-type category.
Table 6
Cases Observed, Residual and Chi Square Values for Survey Items Relative to
Level of Use
Item Category Cases Observed Residual
1. To work together to make Not At All 0 -7.75
decisions about curriculum Somewhat 8 .25
and instruction. Usually 11 3.25
A Great Deal 12 4.25
Chi Square
X 2 (3, N. = 31) = 11.45, £< .05
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Table 6 continued:
Cases Observed, Residual and Chi Square Values for Survey Items Relative to
Level of Use
Item Category Cases Observed Residual
2. To discover and explore Not At All 0 -7.75
new ideas and possibilities Somewhat 13 5.25
Usually 13 5.25
A Great Deal 5 -2.75
Chi Square
X2(3, N = 31) = 15.84, £< .05
3. To work together to solve Not At All 1 -6.75
problems. Somewhat 6 -1 .75
Usually 17 9.25
A Great Deal 7 -.75
Chi Square
X 2 (3, N = 31) = 17.39, £< .05
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Table 6 continued:
Level of Use
Item Category Cases Observed Residual
4. To concentrate for long Not At All 2 -5.75
periods without interruption Somewhat 21 13.75
or interference. Usually 8 .25
A Great Deal 0 -7.75
Chi Square
X*(3,N = 31) = 34.68, £< .05
5. To work together to Not At All 1 -6.75
decide topics for professional Somewhat 13 5.25
development. Usually 14 6.25
A Great Deal 3 -4.75
Chi Square
X 2 (3, N = 31) = 17.39, £< .05
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Table 6 continued:
Level of Use
Item Category Cases Observed Residual
6. To teach in ways that make Not At All 0 -7.75
sense to them, provided they Somewhat 3 -4.75
meet overall standards. Usually 14 6.25
A Great Deal 14 6.25
Chi Square
X^(3, N = 31) = 20.74, £< .05
7. To participate actively and Not At All 0 -7.75
fully in decisions about Somewhat 6 -1 .75
teaching and learning. Usually 18 10.25
A Great Deal 7 -.75
Chi Square
X^(3, N = 31) = 21.77, £< .05
1 04
Table 6 continued:
Cases Observed, Residual and Chi Square Values for Survey Items Relative to
Level of Use
Item Category Cases Observed Residual
8. To decide their own Not At All 3 -4.75
classroom schedules. Somewhat 16 8.25
Usually 11 3.25
A Great Deal 1 -6.75
Chi Square
X 2 (3, N = 31) = 18.94, p< .05
9. Permit teachers to Not At All 1 -6.75
determine their own Somewhat 10 2.25
objectives and outcomes Usually 18 10.25
within a framework of A Great Deal 2 -5.75
purposes and values.
Chi Square
%2(3, N = 31) = 24.36, £< -05
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Table 6 continued:
Level of Use
Item Category Cases Observed Residual
10. Emphasize agreement with Not At All 1 6.75
respect to broad purposes and Somewhat 7 -.75
values that bond people at Usually 21 13.25
work. A Great Deal 2 -5.75
Chi Square
X 2 (3, N = 31) = 32.87, p.< .05
11. Provide opportunities for Not At All 1 -6.75
teachers to plan and work Somewhat 10 2.25
closely with others, if they Usually 16 8.25
so desire. A Great Deal 4 -3.75
Chi Square
X 2 (3, N = 31) = 17.13, £< .05
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Table 6 continued:
Level of Use
Item Category Cases Observed Residual
12. Encourage teachers to be Not At All 1 -6.75
self-managers. Somewhat 6 -1 .75
Usually 19 1 1 .25
A Great Deal 5 -2.75
Chi Square
X 2 (3, N = 31) = 23.58, £< .05
13. Encourage autonomy and Not At All 1 -6.75
self-determination. Somewhat 8 .25
Usually 18 10.25
A Great Deal 4 -3.75
Chi Square
X 2(3, N = 31) = 21.26, £< .05
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Table 6 continued:
Cases Observed, Residual and Chi Square Values for Survey Items Relative to
Level of Use
Item Category Cases Observed Residual
14. Achieve meaning in our Not At All 1 -6.75
work through shared values, Somewhat 6 -1 .75
beliefs, and ideals. Usually 20 12.25
A Great Deal 4 -3.75
Chi Square
X 2 (3, N = 31) = 27.45, R< .05
15. Have a clear sense of Not At All 1 -6.75
what we are about and want Somewhat 7 -.75
to accomplish. Usually 18 10.25
A Great Deal 5 -2.75
Chi Square
X 2 (3, N. = 31) = 20.48, £< .05
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Analyses of Statistical Hypotheses
The following were the statistical hypotheses tested in the study:
Statistical Hypothesis for Variable 1: There is no significant difference among
principal ratings of the importance of empowerment at the .05 level, with
respect to years of teaching experience, years of experience as a principal, years
at the present school, and school size.
Statistical Hypothesis for Variable 2: There is no significant difference among
principal ratings of the level of use of empowerment at the .05 level, with
respect to years of teaching experience, years of experience as a principal, years
at the present school, and school size.
Statistical Hypothesis for Variable 3: There is no significant difference among 
principal ratings of the importance of collaboration at the .05 level, with respect 
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Statistical Hypothesis for Variable 4: There is no significant difference among 
principal ratings of the level of use of collaboration at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Statistical Hypothesis for Variable 5: There is no significant difference among 
principal ratings of the importance of community at the .05 level, with respect
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to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Statistical Hypothesis for Variable 6: There is no significant difference among
principal ratings of the level of use of community at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Analysis of variance yielding an F-ratio value, significant at the .05 level,
was calculated for importance and level of use of survey items related to
empowerment, collaboration, and community, in relation to the independent
variables of years of teaching experience, years of experience as a principal,
years at present school, and school size. Each of the independent variables
contained three categories: 1-5 years, 6-15 years, and 15 + years, for
variables relative to experience, and under 500 students, 500-1200 students,
and 1200 + students, relative to school size. Appendix F presents the means and
standard deviations from which F-ratios were calculated for the sets of survey
items (five for each dependent variable), and from which determination was made
as to accept or reject each statistical hypothesis at the .05 level of significance.
Analysis of each statistical hypothesis related to the study was as follows:
Statistical Hypothesis for Variable 1: There is no significant difference among
principal ratings of the importance of empowerment at the .05 level, with
1 1 0
respect to years of teaching experience, years of experience as a principal, years
at the present school, and school size.
Finding: Analysis of variance demonstrated no significant differences among
principal ratings of the importance of empowerment at the .05 level, with
respect to years of teaching experience, F (2,28) = 2.63, p > .05; years of
experience as a principal, F (2,28) = 1.44, p > .05; years at the present school,
F (2,28) = 2.34, p > .05; and school size, £ (2,28) = 1.29, p > .05. The
Statistical Hypothesis for Variable 1 was retained.
Statistical Hypothesis for Variable 2: There is no significant difference among
principal ratings of the level of use of empowerment at the .05 level, with
respect to years of teaching experience, years of experience as a principal, years
at the present school, and school size.
Finding: Analysis of variance demonstrated a significant difference among
principal ratings of the level of use of empowerment at the .05 level, with
respect to years of experience as a principal, F (2,28) = 3.41, p < .05.
Inspection of the means (see Appendix E) demonstrated that the mean for level of
use of empowerment of principals with 15+ years experience was 13.73, while
the mean for principals with 1-5 years experience was 11.82. It appeared that
the most experienced principals were more willing to employ procedures that
111
empowered teachers than were their least experienced colleagues. Analysis of
variance for the remaining independent variables demonstrated no significant
differences among principal ratings of the level of use of empowerment at the .05
level, with respect to years of teaching experience, £ (2,28) = .56, p > .05;
years at the present school, £ (2,28) = .29, p > .05; and school size, £ (2,28) =
.03, p > .05. The Statistical Hypothesis for Variable 2 was rejected.
Statistical Hypothesis for Variable 3: There is no significant difference among
principal ratings of the importance of collaboration at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size.
Finding: Analysis of variance demonstrated no significant differences among 
principal ratings of the importance of collaboration at the .05 level, with respect
to years of teaching experience, £ (2,28) = 1.59, p > .05; years of experience as
a principal, £ (2,28) = 1.95, p > .05; years at the present school, £ (2,28) =
1.88, p > .05; and school size, £ (2,28) = .45, p > .05. The Statistical
Hypothesis for Variable 3 was retained.
Statistical Hypothesis for Variable 4: There is no significant difference among 
principal ratings of the level of use of collaboration at the .05 level, with respect
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to years of teaching experience, years of experience as a principal, years at the
present school, and school size..
Finding: Analysis of variance demonstrated no significant differences among
principal ratings of the use of collaboration at the .05 level, with respect to
years of teaching experience, F (2,28) = .39, £ > .05; years of experience as a
principal, F (2,28) = .62, g. > .05; years at the present school, F (2,28) = .30,
£ > .05; and school size, F (2,28) = .27, g > .05. The Statistical Hypothesis for
Variable 4 was retained.
Statistical Hypothesis for Variable 5: There is no significant difference among
principal ratings of the importance of community at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size..
Finding: Analysis of variance demonstrated no significant differences among
principal ratings of the importance of community at the .05 level, with respect
to years of teaching experience, £ (2,28) = .76, g > .05; years of experience as a
principal, F (2,28) = 1.59, g > .05; years at the present school, F (2,28) =
.23, £ > .05; and school size, F (2,28) = 1.00, g > .05. The Statistical
Hypothesis for Variable 5 was retained.
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Statistical Hypothesis for Variable 6: There is no significant difference among
principal ratings of the level of use of community at the .05 level, with respect
to years of teaching experience, years of experience as a principal, years at the
present school, and school size..
Finding: Analysis of variance demonstrated no significant differences among
principal ratings of the level of use of community at the .05 level, with respect
to years of teaching experience, £ (2,28) = .23, £ > .05; years of experience as a
principal, £ (2,28) = .90, p > .05; years at the present school, £ (2,28) = .07,
p > .05; and school size, £ (2,28) = .34, p > .05. The Statistical Hypothesis for
Variable 6 was retained.
Summary
Chapter IV decribed the findings relative to the research questions investigated
in the study: "What are the perceptions of high school principals of the
importance of the essential elements of transformational leadership?"; "What are
the perceptions of high school principals of the level of use of the essential
elements of transformational leadership?"; "Is there a significant difference at
the .05 level (Spatz & Johnston, 1989) between the observed and expected
perceptions of high school principals of the importance of the essential elements
of transformational leadership?"; and "Is there a significant difference at the .05
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level (Spatz & Johnston, 1989) between the observed and expected perceptions
of high school principals of the level of use of the essential elements of
transformational leadership?" Analysis included frequencies, percentages, and
Chi Squares. It also included analysis of variance for each of the statistical
hypotheses relative to the importance and level of use of empowerment,
collaboration, and community, based on the independent variables of years of
teaching experience, years of experience as a principal, years at present school,
and school size. Chapter V decribes the conclusions and recommendations based on
the survey findings.
CHAPTERV
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Summary
The literature on leadership in the corporate sector reflects a paradigm-shift
from bureaucratic toward transformational leadership. The purpose of this study
was to determine if a similar transition was occurring in schools.
A review of literature was first conducted to identify the essential elements of
the concept "transformational leadership." From this review three essential
elements were identified: empowerment, collaboration, and community. A survey
instrument was developed based on these three elements to assess perceptions of
principals with regard to each of the elements. Statistical hypotheses were
developed to determine if principals differed significantly on the bases of years of
experience as a teacher and principal, years in the present school, and school size
in their perceptions of importance and level of use of the elements. The survey
was administered to a population of 31 high school principals.
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Data indicated that principals positively perceive the importance of
empowerment, collaboration and community. Within the survey, empowerment
related items focused on the following teacher behaviors: discovering new ideas,
concentrating without interruption, deciding schedules, becoming self-managers,
and practicing autonomy and self-determination. Collaboration encompassed:
allowing teachers to work together to make decisions about curriculum and
instruction, solve problems, decide topics for professional development, and
participate in decisions about teaching and learning. Community was
operationally defined as encouraging teachers to teach in ways that make sense to
them, agreeing on purposes which bond people at work, achieving meaning
through shared values, beliefs, and ideals, and having a shared vision.
Perceptions of level of use were similarly positive for all behaviors except
providing for teachers the opportunity to concentrate without interruption and to
decide their own schedules.
On the dimension of importance no significant differences were found in
perceptions of principals on the following variables: years of experience as a
teacher or principal, years at the present school, or school size. A significant
difference was found in perceptions of the level of use of empowerment for
principals with 15 or more years of experience as differentiated from those with
5 years or less. More experienced principals appeared more willing to empower
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teachers than were less experienced colleagues. No significant differences were
found in principal perceptions of the level of use of collaboration or community.
From the findings, the researcher concluded, that for the population studied, a
paradigm-shift was occurring in schools from bureaucratic toward transform­
ational leadership.
Overview of Findings
Research question one was: "What are the perceptions of high school
principals in relation to the importance of the essential elements of
transformational leadership?" Ratings of items that centered on the importance
of the essential elements ranged from moderate to high. Positive principal
perceptions of importance were indicated for the lowest rated item, "To decide
their own classroom schedules," as well as the highest rated items: "To work
together to solve problems," and "Achieve meaning in our work through shared
values, beliefs, and ideals."
On research question two, "What are the perceptions of high school principals
in relation to the level of use of the essential elements of transformational
leadership?," data indicated that except for items addressing the opportunity "To
decide their own classroom schedules," and "To concentrate for long periods of
time without interruption or interference," ratings were positive. For each
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element, principal perceptions of level of use were rated lower than their
perceptions of importance.
On research question three, "Is there a significant difference at the .05 level
between the observed and expected perceptions of high school principals of the
importance of the essential elements of transformational leadership?," Chi
Square values for all items were significant. There were significantly more
cases observed in the "Moderate" and "Very Much" categories than expected. Data
suggested that principals surveyed had positive perceptions of the importance of
the transformational leadership elements.
Research question four was: "Is there a significant difference at the .05 level
between the observed and expected perceptions of high school principals of the
level of use of the essential elements of transformational leadership?" Chi
Square values for all survey items were significant. Most cases observed were in
the positive categories of "Usually" and "A Great Deal" for 13 of the 15 survey
items. There were more responses in the negative categories of "None At All" and
"Some" than in positive categories for two items: "To concentrate for long periods
of time without interruption or interference," and "To decide their own
classroom schedules." Both these items relate to empowerment, and they were
the only items relative to level of use on which the principals indicated negative
perceptions.
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The statistical hypotheses for this study were constructed to determine
whether a significant difference at the .05 level existed among the independent 
variables of years of teaching experience, years of experience as a principal, 
years at present school, and school size with respect to the perceived importance
and level of use of empowerment, collaboration, and community. The null 
hypothesis was retained for all statistical hypotheses except the hypothesis
centered on the variable " years of experience as a principal." The F-ratio
calculated for the level of use of empowerment indicated a significant difference 
in the ratings of principals with 15 or more years of experience in comparison
to principals with 5 years or less of experience. There were no significant 
differences in principal ratings of the importance of empowerment,
collaboration, and community, and the level of use of collaboration and
community based on years of teaching experience, years of experience as a
principal, years at present school, and school size.
Conclusions and Implications
The goals of this study were to use the perspective derived from an analysis 
and synthesis of the literature to identify essential elements of transformational
leadership, and then to develop and employ an instrument to measure the 
perceptions of high school principals with regard to those elements. The study
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accomplished these goals in that three essential elements, i.e., empowerment,
collaboration, and community were identified, and the survey provided a measure
of the perceptions of a population of high school principals of the importance and
level of use of the elements.
The significance of the study lay in providing educational researchers with
baseline data toward determining if a shift to a transformational leadership
paradigm is occuring in the educational community. The results of the study
confirmed that the principals surveyed placed moderate to high importance on
empowerment, collaboration, and community. Of the three elements, principals
rated empowerment the lowest. This may suggest, that for some principals, the
transference of authority to make decisions is more difficult than the structuring
of circumstances for people to work together or the developing of a sense of
community based on shared values, beliefs, and ideals. The relatively low rating
given to the concept that teachers should decide their own schedules supports the
position that principals may experience some difficulty in empowering others.
The importance of empowerment cannot be overstated; people are not free to
work together or act upon shared values, beliefs, and ideals without the authority
to make decisions. Ultimately, empowerment becomes a prerequisite for
collaboration and community.
The ratings for level of use were lower than were those for importance. This
is consistent with what we know occurs during a paradigm-shift; a level of
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understanding must be achieved before new means to solve problems can be
implemented. The fact that mean scores for level of use were lower also attests to
the sincerity of respondents in completing the survey. The reality of school life
was reflected in the high ratings of importance and the low ratings of level of use
for the item, "To concentrate for long periods without interruption or
interference." Principals recognized that teachers need professional time for
planning and reflection, but they found it difficult to provide the opportunity for
reflection within the school day.
All but two items relative to transformational leadership were perceived as
being implemented. The results support the view that, as principals see it, such
desired transformational behaviors as teachers working together to solve
problems, participating in decisions about teaching and learning, becoming self­
managers, and achieving meaning through shared values, beliefs, and ideals, are
being practiced. The data give credence to the role of professional authority based
on informed craft skill and experience (Sergiovanni), the use of collaboration in
problem solving (Burns, Ouchi, Covey, Kanter, Barker, and Leithwood), and the
importance of community to the individual as well as the group (Etzioni, Burns,
Ouchi, and Sergiovanni).
It was surprising that no significance differences were found for five of the
six statistical hypotheses. For the population studied, experience in teaching,
1 22
experience as a principal, time in the present school, and school size had no
significant effect on perceptions of the importance of empowerment, and the
importance and level of use of collaboration and community. The one finding of
significant difference relative to level of use of empowerment was based on
responses of principals with 15 or more years of experience as compared to
those with 5 years or less. Data suggested that more experienced principals are
more inclined than are their less experienced colleagues to implement strategies
which empower teachers. Empowerment in this case could be viewed as a
function of professional authority; principals draw on craft knowledge and
experience in order to empower their teachers.
The importance of this study lies in the identification of empowerment,
collaboration, and community as essential elements of transformational
leadership and the validation of a survey instrument as a means for measuring
the perceptions of principals of the importance and level of use of those elements.
The results indicated a positive disposition of the population studied toward
transformational leadership, especially with respect to perceptions of
importance. The fact that perceptions of level of use were not as positive
suggests that the principals' level of understanding was greater than their
perceived ability to implement.
Transformational leadership, as a leadership paradigm, appears to apply to
educational and corporate settings. The implementation of empowerment,
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collaboration, and community, may have as much value in transforming the
neighborhood school as in helping companies compete in a global marketplace.
Recommendations for Further Study
The sound theoretical foundation of transformational leadership, and its 
practical application to school organizations, make it a powerful leadership
paradigm - a paradigm that deserves more attention than it has received thus far
in the educational community. Recommendations for further study of the concept
include:
Recommendation #1: Expand the use of the survey instrument to 
include a statistically significant sample of high school principals
on a state, regional or national basis.
A limitation of this study was that the size of the population made it 
inappropriate to generalize the results beyond the principals studied. Since the
survey instrument has been demonstrated to be a valid and reliable measure of
principal perceptions of transformational leadership, administration of the
survey to a random sample of a larger population would allow for the formulation
of generalizations for the entire population. The results would yield a much
broader perspective of the importance and level of use of the essential elements
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from which to draw conclusions on the status of a transformational leadership
paradigm.
Recommendation #2: Expand the use of the survey instrument to
include the assessment of teacher perceptions.
A second limitation of this study was that it considered only the perceptions of
principals. Since transformational leadership was described as a relationship
between leader and led, verification of the existence of transformational
leadership should include teacher perceptions as well. This could be
accomplished using the survey instrument developed for this study. Validation of
the perceptions of principals by teachers would provide strong evidence as to the
importance and level of use of transformational leadership in their schools.
Recommendation #3. Conduct a qualitative study which goes beyond
the limits of the survey instrument in examining perspectives of
transformational leadership.
Even the best designed survey instrument is limited by its content as well as
the perceptions of those who respond to it. Since the concept of transformational
leadership is intimately involved with the relationships which exist within
organizations, a qualitative research design which allows for the gathering of
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ethnographic data would be appropriate (Fetterman, 1989). The use of
triangulation, for example, could include interviews with stakeholders within
the educational community: principals, teachers, central office, students,
parents, and community members. It could also include examination of archival
data related to organizational structure, mission, policies, and procedures.
Determinations could then be made as to the extent to which essential elements
are operative in the school setting. Ultimately the most important question is
"What effect does the implementation of transformational leadership have on
students, academic, social, and emotional development?" The question needs to be
addressed for it is possible that the anticipated transformation of teachers in an
environment of empowerment, collaboration, and community could transform
students as well.
Recommendation #4: Examine the perspectives of transformational
leadership in effective schools.
Much publicity has been given to schools identified as being effective,
including those in the Blue Ribbon school recognition program. A study might 
include a comparison of perspectives of the importance and level of use of
transformational leadership behaviors in Blue Ribbon schools as compared to
those which have not received recognition. Are schools which have been
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recognized as demonstrating exceptional student performance and program design 
and implementation more inclined to value and implement transformational
leadership? The findings in such a study would be useful in answering questions
on the role of transformational leadership in students' academic performance.
Recommendation #5: Study the effect of organizational structure
and culture on the implementation of transformational leadership.
A study could and should focus on the conditions necessary for the successful
implementation of transformational leadership. Are there factors within
organizations which are prerequisite to the success of transformational
leadership? What factors within organizations mitigate against implementation
of a transformational perspective? Factors to be considered could include: time
allocation, layers of authority, and professional and social relationships. The
identification of conditions necessary for transforming organizations could help
provide a blueprint for the restructuring of schools. It may also provide support
for critical theorists who view the present organizational structure of schools as
detrimental to the professional development of teachers as well as the academic
and personal development of students (Aronowitz & Giroux).
Recommendation #6: Study the nature of leaders in
transformational organizations.
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A study should center on the spiritual, intellectual, and personal
characteristics of transformational leaders. Are there common values which
transformational leaders possess? What is the role of charisma (Bass & Avolio) 
in successful leadership? Can transformational leadership behaviors be acquired
or are they in-born? Do transformational leaders emerge from organizational 
cultures or are they individuals who are selected because they possess valued
qualities? The answers to these questions would have implications for leadership
training programs. If leaders can be made, leadership programs should expend
energy in teaching leadership behaviors. If leadership effectiveness derives
from the fact that leaders possess special innate qualities, the focus of leadership
programs should be on the identification of individuals who possess those
qualities.
Recommendation #7: Continue the investigation of the essence of
transformational leadership.
The essential elements of transformational leadership identified in this study
do not necessarily define the scope of the concept. Further study should include
investigation of the role passion plays in driving the success of intellectual,
reform, and revolutionary modes of transformational leadership (Burns).
Is there an identifiable essence, a soul, that gives life to the transformation of
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leaders and followers and goes beyond the application of behaviors associated with 
empowerment, collaboration, and community? Are there features of
transformational leadership which resemble religious constructs within Judeo-
Christian and non-Western religious traditions? The above questions could be
answered through a combination of literary research and qualitative study of
organizations in which indicators of transformational leadership have been
identified.
Post-Script
It is hoped that the findings of this study will inspire other researchers to
consider not only the validity of those findings but the questions they raise. The
essential constructs associated with transformational leadership and the baseline
data of perceptions of administrators should be viewed as a foundation upon which
further study can be built.
Transformational leadership is grounded in a belief in the power of human
potential to transform individuals and organizations. It is an optimistic
perspective which views empowerment, collaboration, and community as means
to overcome the imperfections of humanity and the shortcomings of institutions.
It is a leadership paradigm that deserves further consideration by the educational
community.
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APPENDIX A
The Work Itself as a Substitute for Leadership: Inventory
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Exhibit 1.0
The Work Itself as a Substitute for Leadership: Inventory (Sergiovanni, 1992). .
Please circle your response to each item:
In my school teaching jobs are structured to allow teachers:
1. To discover and explore new ideas and possibilities
Not at all Somewhat Usually A Great Deal
12 3 4
2. To use talents fully and freely
Not at all Somewhat Usually A Great Deal
12 3 4
3. To experience variety and challenge in their work
Not at all Somewhat Usually A Great Deal
12 3 4
To participate actively and fully in decisions about curriculum and 
instruction
Not at all Somewhat Usually A Great Deal
12 3 4
To participate actively and fully in decisions about teaching and learning
Not at all Somewhat Usually A Great Deal
1 2 3 4
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6. To decide their own classroom schedules
Not at all Somewhat Usually A Great Deal
1 2 3 4
To concentrate for long periods without interruption or interference
Not at all Somewhat Usually A Great Deal
1 2 3 4
8. To teach in ways that make sense to them, provided that they meet overall
standards
Not at all Somewhat Usually A Great Deal
1 2 3 4
In my school, we:
9. Have a clear sense of what we are about and want to accomplish
Not at all Somewhat Usually A Great Deal
12 3 4
10. Provide opportunities, outside the official evaluation system, for teachers 
to get feedback about how well they are doing
Not at all Somewhat Usually A Great Deal
1 2 3 4
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11. Provide opportunities for teachers to plan and work closely with others, if 
they so desire
Not at all Somewhat Usually A Great Deal
1 2 3 4
12. Encourage teachers to be self-managers
Not at all Somewhat Usually A Great Deal
1 2 3 4
13. Emphasize agreement with respect to broad purposes and values that bond 
people at work
Not at all Somewhat Usually A Great Deal
1 2 3 4
14. Permit teachers to determine their own objectives and outcomes within a 
framework of purposes and values
Not at all Somewhat Usually A Great Deal
1 2 3 4
15. Encourage autonomy and self-determination
Not at all Somewhat Usually A Great Deal
1 2 3 4
16. Allow teachers to feel like originators of their own behaviors
Not at all Somewhat Usually A Great Deal
1 2 3 4
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17. Encourage feelings of competence and control and enhanced feelings of 
efficacy
Not at all Somewhat Usually A Great Deal
12 3 4
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Exhibit 2.0
Cover Letter for Field Test of Modified Survey Instrument:
February 24, 1993
Dear (Principal's Name),
I am the principal of Kettering Junior High School and a student in the 
Educational Leadership Ph.D. program at the University of Dayton. I am 
conducting research related to perceptions of Montgomery County high school 
principals regarding transformational leadership; a type of leadership which 
emphasizes empowerment, collaboration, and a sense of community within a 
school.
I realize how busy your days are, but I would be very grateful if you would take 
the time to complete the enclosed survey, and return it in the self-addressed 
envelope provided by March 15, 1993.
Results of the survey will be included in my dissertation, and I would be happy to 
share them with you once results have been analyzed. Demographic data will be 
used for comparison purposes only, and you have my personal assurance that 
neither your name, nor the name of your school, will be identified in reporting 
results.
I would like to thank you in advance for helping me complete research I hope will 
contribute to our profession.
Sincerely,
Tony Armocida
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Demographic Data for Modified Survey Instrument:
Please circle or fill-in the appropriate information:
(1-5 years) (6-15 years) (15+ years)
1
2
3
4
5
6
7
8
9
Years of Teaching Experience a b
Years of Experience as a Principal: a b
Years at Present School: a b
Years in Present District: a b
Highest Degree Earned: a. Masters b. Specialist
Year Highest Degree Earned:___________
College/University Where Highest Degree Earned:
c
c
c
c
c. Doctorate
School Setting: a. Rural b. Suburban c. Urban
Number of Students Enrolled in Your School:
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Modified Survey Instrument:
The following instrument is adapted from The Work Itself as a Substitute for 
Leadership: Inventory (Sergiovanni, 1992). Importance refers to the perceived 
value of the item. Level of Use refers to the perceived frequency of
implementation. Please circle your response to each item:
In my school teaching jobs are structured to allow teachers:
1. To discover and explore new ideas and possibilities
Importance Not at all
1
Somewhat
2
Moderately
3
Very Much
4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
2. To use talents fully and freely
Importance Not at all
1
Somewhat
2
Moderately
3
Very Much
4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
3. To experience variety and challenge in their work
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
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4. To participate actively and fully in decisions
instruction
about curriculum and
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
5. To participate actively and fully in decisions about teaching and learning
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
6. To decide their own classroom schedules
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
7. To concentrate for long periods without interruption or interference
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
144
Exhibit 2.2
8. To teach in ways that make sense to them, provided that they meet overall 
standards
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
In my school, we:
9. Have a clear sense of what we are about and want to accomplish
Importance Not at all
1
Somewhat
2
Moderately
3
Very Much
4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
10. Provide opportunities, outside the official evaluation system, for teachers to 
get feedback about how well they are doing
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
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11. Provide opportunities for teachers to plan and work closely with others, if 
they so desire
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
12. Encourage teachers to be self-managers
Importance Not at all
1
Somewhat
2
Moderately
3
Very Much
4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
13. Emphasize agreement with respect to broad purposes and values that bond 
people at work
Importance Not at all
1
Somewhat
2
Moderately
3
Very Much
4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
14. Permit teachers to determine their own objectives and outcomes within a 
framework of purposes and values
Importance Not at all
1
Somewhat
2
Moderately
3
Very Much
4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
1 46
Exhibit 2.2
15. Encourage autonomy and self-determination
Importance Not at all
1
Somewhat
2
Moderately
3
Very Much
4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
16. Allow teachers to feel like originators of their own behaviors
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
17. Encourage feelings of competence and control and enhanced feelings of efficacy
Importance Not at all Somewhat Moderately Very Much
1 2 3 4
Level of Use Not at all Somewhat Usually A Great Deal
1 2 3 4
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Exhibit 3.0
Cover Letter for Reliability Test of Final Survey Instrument:
March 22, 1993
Dear ,
I am the principal of Kettering Junior High and a doctoral student at the
University of Dayton. My research concerns the perceptions of principals in 
relation to transformational leadership. It is a type of leadership which 
emphasizes empowerment, collaboration, and community. A critical part of my 
research involves determining the reliability of my survey instrument. As a 
fellow member of the Middle Cities Junior High/Middle School group I am asking 
for your help. I know how busy your days are, but it would mean a great deal to 
the validity of my study if all the principals (active and inactive) in the Middle 
Cities would participate.
The procedure is straightforward. I am asking that you complete the enclosed 
survey and return it by April 15 in the enclosed self-addressed envelope. The 
survey is brief and only takes about 10 minutes to complete.
Results of the administration will be analyzed and included in my research study. 
Although it will be necessary to number survey instruments in order to compare 
results, you have my personal assurance that neither your name nor 
the name of your school will be used. I would be more than happy to send 
you a copy of the actual survey results this summer.
I would like to thank you in advance for helping me complete research I hope will 
contribute to our profession. If you have any questions, please call me at 513- 
297-1900.
Sincerely,
Tony Armocida
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Demographic Data for Final Survey Instrument:
Please circle the appropriate information:
(1-5 years) (6-15 years) (15+years)
1. Years of Teaching Experience: a
2. Years of Experience as a Principal: a
3. Years at Present School:
4. School Size a. (under 500 Students)
b. (500-1200 students)
C. (1200 + Students)
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Final Survey Instrument:
The following survey is adapted from The Work Itself as a Substitute for 
Leadership: Inventory (Sergiovanni, 1992). Importance refers to the perceived 
value of the item. Level of Use refers to the perceived frequency of
implementation.
Im oortance None At All
1
Some
2
Moderate
3
Very Much
4
Level of Use Not At All
1
Somewhat
2
Usually
3
A Great Deal
4
Please circle your responses to each item:
In my school teaching jobs are structured to allow teachers:
1. To work together to make decisions about curriculum and instruction
Importance 1 2 3 4
Level of Use 1 2 3 4
To discover and explore new ideas and possibilities
Importance 1 2 3 4
Level of Use 1 2 3 4
3. To work together to solve problems
Importance 1 2 3 4
Level of Use 1 2 3 4
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4. To concentrate for long periods without interruption or interference
Importance 1 2 3 4
Level of Use 1 2 3 4
To work together to decide topics for professional development
Importance 1 2 3 4
Level of Use 1 2 3 4
6. To teach in ways that make sense to them, provided that they meet overall
standards
Importance 1 2 3 4
Level of Use 1 2 3 4
To participate actively and fully in decisions about teaching and learning
Importance 1 2 3 4
Level of Use 1 2 3 4
8. To decide their own classroom schedules
Importance 1 2 3 4
Level of Use 1 2 3 4
In my school, we:
9. Permit teachers to determine their own objectives and outcomes within a 
framework of purposes and values
Importance 1 2 3 4
Level of Use 3 41 2
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10. Emphasize agreement with respect to broad purposes and values that bond 
people at work
Importance 1 2 3 4
Level of Use 1 2 3 4
11. Provide opportunities for teachers to plan and work closely with others 
they so desire
Importance 1 2 3 4
Level of Use 1 2 3 4
12. Encourage teachers to be self-managers
Importance 1 2 3 4
Level of Use 1 2 3 4
13. Encourage autonomy and self-determination
Importance 1 2 3 4
Level of Use 1 2 3 4
14. Achieve meaning in our work through shared values, beliefs, and ideals
Importance 1 2 3 4
Level of Use 1 2 3 4
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15. Have a clear sense of what we are about and want to accomplish
Importance 1 2 3 4
Level of Use 1 2 3 4
Would you like a copy of the survey results? Yes__No
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Survey Cover Letter:
June 1, 1993
Dear (Principal's Name),
I am the principal of Kettering Junior High School and a doctoral student in the 
University of Dayton Educational Leadership Program. My study concerns 
transformational leadership; a type of leadership that emphasizes 
empowerment, collaboration, and a sense of community.
A major part of my research involves the perceptions of high school principals 
in a three county area. Since the population to be surveyed is relatively small, 
it is vital to my study that each survey be completed. If you would take 10-15 
minutes to complete the enclosed survey and return it in the self-addressed 
envelope provided by Friday, June 18, I would greatly appreciate it.
Surveys will be numbered for sorting purposes, but you have my assurance that 
your name and the name of your school will not be used in reporting survey 
results.
As a fellow principal I realize how much you value your time. My hope is that 
the research I am conducting will make the time you give to this survey 
worthwhile.
Thanks in advance for your cooperation. I would be more than happy to answer 
any questions or concerns you may have. Please contact me at 297-1900 
(work) or 439-1652 (home).
Sincerely,
Tony Armocida
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APPENDIX E
Content Analysis Matrix: Transformational Leadership Survey developed from The 
Work Itself as a Substitute for Leadership: Inventory
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Exhibit 5.0
Content Analysis Matrix: Transformational Leadership Survey developed from
The Work Itself as a Substitute for Leadership: Inventory (Sergiovanni, 1992)
Item
SOURCE
Aronowitz
Barker
Bennis
Burns
Covey
Csikszentmihalyi
Deci
Etzioni
Fullan
Grimmett
Kanter
Lincoln
Leithwood
McGregor
12 3 4
X X
X X X X
X
X X X X
X X X X
X X
X X
X
X X
X X
X X X X
X X
XXX
X X
5 6 7 8 9
X
X X X X X
X X
X X X X X X
X X X X X X
X XXX
X X X X X
XX X
X X
X X
X X X X X
X
X
X
1011 12131415
X X
X X X X X X
X X X X X
X X X X X
X X X X
XX X
XX X
X
X
X X X X X X
X X
X
X X
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Exhibit 5.0
Content Analysis Matrix: Transformational Leadership Survey developed from
The Work Itself as a Substitute for Leadership: Inventory (Sergiovanni, 1992)
Item
SOURCE 1 2 3 4 5 6 7 8 9 101112131415
Ouchi XXXXXXXXXXXXXXX
Sagor X X X X X
Sergiovanni XXXXXXXXXXXXXXX
1 59
APPENDIX F
Means and Standard Deviations for Importance (Imp) and Level of Use (Use) of 
Sets of Items Related to Dependent Variables of Empowerment (Emp), 
Collaboration (Coll), and Community (Comm)
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Table 7
Means and Standard Deviations for Importance (Imp) and Level of Use (Use) of
Sets of Items Related to Dependent Variables of Empowerment (Emp),
Collaboration (Coll), and Community (Comm)
Variable N Mean Standard Deviation
Years of Teaching Experience = 1-5 years
Imp-Emp 7 16.14 1.77
Use-Emp 7 13.14 1.21
Imp-Coil 7 18,29 2.14
Use-Coil 7 14.86 2.79
Imp-Comm 7 17.14 2.12
Use-Comm 7 15.00 1.83
Years of Teaching Experience = 6-15 years
Imp-Emp 1 7 15.71 1.93
Use-Emp 1 7 12.65 2.15
Imp-Coil 1 7 17.56 2.24
Use-Coil 1 7 14.12 1.65
Imp-Comm 1 7 17.12 1.65
Use-Comm 1 7 14.35 1.93
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Table 7
Means and Standard Deviations for Importance (Imp) and Level of Use (Use) of
Sets of Items Related to Dependent Variables of Empowerment (Emp),
Collaboration (Coll), and Community (Comm)
Variable N Mean Standard Deviation
Years of Teaching Experience = 15+ years
Imp-Emp 7 17.57 1.51
Use-Emp 7 13.57 2.23
Imp-Coil 7 19.14 0.38
Use-Coil 7 15.00 3.96
Imp-Comm 7 18.00 1.00
Use-Comm 7 14.57 2.76
Years of Experience as a Principal = 1-5 years
Imp-Emp 1 1 15.55 2.42
Use-Emp 1 1 1 1.82 1.72
Imp-Coil 1 1 17.27 1.85
Use-Coil 1 1 13.82 2.68
Imp-Comm 1 1 16.82 1.66
Use-Comm 1 1 13.91 2.34
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Table 7
Means and Standard Deviations for Importance (Imp) and Level of Use (Use) of
Sets of Items Related to Dependent Variables of Empowerment (Emp),
Collaboration (Coll), and Community (Comm)
Variable N Mean Standard Deviation
Years of Experience as a Principal = 6-15 years
Imp-Emp 9 16.22 1.72
Use-Emp 9 13.44 1.59
Imp-Coil 9 18.11 2.42
Use-Coil 9 14.67 2.92
Imp-Comm 9 17.11 1.69
Use-Comm 9 15.11 2.42
Years of Experience as a Principal = 15+ years
Imp-Emp 1 1 16.91 1.30
Use-Emp 1 1 13.73 2.10
Imp-Coil 1 1 18.91 1.58
Use-Coil 1 1 15.00 2.05
Imp-Comm 1 1 18.00 1.48
Use-Comm 1 1 14.73 1.35
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Table 7
Means and Standard Deviations for Importance (Imp) and Level of Use (Use) of
Sets of Items Related to Dependent Variables of Empowerment (Emp),
Collaboration (Coll), and Community (Comm)
Variable N Mean Standard Deviation
Years at Present School = 1-5 years
Imp-Emp 1 2 16.83 1.90
Use-Emp 1 2 13.17 1.85
Imp-Coil 1 2 18.58 1.24
Use-Coil 1 2 14.67 3.40
Imp-Comm 1 2 17.33 1.67
Use-Comm 1 2 14.67 2.42
Years at Present School = 6-15 years
Imp-Emp 8 16.63 1.19
Use-Emp 8 12.50 2.39
Imp-Coil 8 18.63 1.20
Use-Coil 8 13.89 2.36
Imp-Comm 8 17.63 1.30
Use-Comm 8 14.63 2.26
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Table 7
Means and Standard Deviations for Importance (Imp) and Level of Use (Use) of
Sets of Items Related to Dependent Variables of Empowerment (Emo).
Collaboration (Coll), and Community (Comm)
Variable N Mean Standard Deviation
Years at Present School = 15+ years
Imp-Emp 1 1 15.23 2.10
Use-Emp 1 1 13.10 1.92
Imp-Coil 1 1 17.18 2.48
Use-Coil 1 1 14.73 1.42
Imp-Comm 1 1 17.10 1.92
Use-Comm 1 1 14.36 1.63
School Size = under 500 students
Imp-Emp 1 0 16.00 1.76
Use-Emp 1 0 13.10 1.66
Imp-Coil 1 0 18.40 1.35
Use-Coil 1 0 14.80 2.86
Imp-Comm 1 0 17.20 1.75
Use-Comm 1 0 14.70 2.36
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Table 7
Means and Standard Deviations for Importance (Imp) and Level of Use (Use) of
Sets of Items Related to Dependent Variables of Empowerment (Emp),
Collaboration (Coll), and Community (Comm)
Variable N Mean Standard Deviation
School Size = 500-1200 students
Imp-Emp 1 1 15.73 1.35
Use-Emp 1 1 12.91 1.51
Imp-Coil 1 1 18.27 1.85
Use-Coil 1 1 14.64 1.91
Imp-Comm 1 1 16.91 1.64
Use-Comm 1 1 14.82 1.25
School Size = 1200+ students
Imp-Emp 1 0 17.00 2.45
Use-Emp 1 0 12.90 2.77
Imp-Coil 1 0 17.60 2.72
Use-Coil 1 0 14.00 2.90
Imp-Comm 1 0 17.90 1.52
Use-Comm 1 0 14.10 2.56
